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Abstract 
Research has documented that students with emotional and behavioral disabilities 
perform more poorly than their peers on nearly every transitional outcome. Literature 
and research has suggested that self-determination can improve transitional outcomes. 
The purpose of this study was to detennine the effects of teaching self-determination 
skills to adolescents with emotional disabilities in a private day school An eight-wee~ 
self-determination curriculum was implemented for 21 students with emotional and 
behavioral disabilities. Pre- and post-self-determination assessments were given to the 
students. The 37 items on the pre and post assessments were then examined for all 21 
students. Data was also collected on these three student characteristics: age, grade, and 
reading level of the participants. Nine of the twenty-one students demonstrated 
knowledge of self-determination skills on the pretest. The posttest revealed that there 
was very little progress made in gaining knowledge about specific items missed on the 
pretest. No pattern was observed in terms of self-detennination knoWledge between pre-
post change and the three student characteristics. Hopefully, by investigating the self-
determination needs of students with emotional and behavioral disabilities, researchers 
may be able to improve the transitional outcomes and overall quality of life for these 
students. 
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THE EFFECTS OF TEACIllNG SELF-DETERMINATION SKILLS TO STUDENTS 
WITH EMOTIONAL AND BEHAVIORAL DISABILITIES 
CHAPTER} 
INTRODUCTION 
One major goal of education is to ''produce responsible, self-sufficient citizens 
who possess the self-estee~ initiative, skills, and wisdom to continue individual growth 
and pursue knowledge" (Sarason, 1990, p. 163). The Individuals with Disabilities 
Education Act (IDEA) (Public Law 105-17,1997) attempts to improve this goal for 
students with disabilities by requiring that a statement of needed transition services be 
included in the Individual Education Plans (IEP) of all special education students 
fourteen years or older. The law defines transition services as: 
a coordinated set of activities for a student. designed within an outcome-oriented 
process, which promotes movement from school to post-school activities, 
including post-secondary education, vocation training, integrated employment 
(including supported employment). continuing and adult education, adult services. 
independent living or community participation (IDEA 602 (a) 19). 
The purpose of transition services is to provide students with the skills they need 
to achieve independence in where they work, live, and play (Field, Martin, Miller, Ward, 
Wehmeyer, 1998). The notion of transition implies movement from one situation to 
another. There has been an increase in research of students' transitions from school to 
life after high school in recent years (patton & Dunn, 1998). It is evident from these 
follow-up studies that too many students with disabilities are not self-sufficient, 
independent, or autonomous when they leave public schools (Field et aI, 1998; Hasazi, 
Gordon, & Roe, 1985; Mitbaug, Hoiuchi & Fanning, 1985; Wagner, 1989, 1991). "All 
too often these students are not taught how to manage their own lives before they are 
thrust into the cold water of post-school reality" (Martin, MarsbaIl, Maxson, and Jerman, 
1993). 
Students with disabilities drop out of school more often than do students without 
disabilities. Data from a national sample of 30,000 high school sophomores, surveyed 
first in 1980 and then again in 1984, indicated that special education students drop out 
more frequently than their non-disabled peers do. The dropout rate for students with 
Ieaming disabilities was 378/0 compared to 190/0 for nondisabled students. The dropout 
rates for students with behavior problems approach 580/0- the highest of any special 
education category (National Transition Study of Education Students Statistical Almanac 
Series, 1990). Research and national statistics show repeated evidence that students with 
disabilities may have difficulty with many oflife's transitions (Hasazi, Gordon, &. Roe, 
1985; Mithaug, Hoiuchi &. Fanning, 1985; Wagner, 1989, 1991). 
Statement of Problem 
The problem is that students with disabilities perfonn more poorly in transitional 
outcomes than their non-disabled peers. Special education is filcing many changes 
because of these outcomes. Definitions are being revised, and new categories of 
exceptionality are being recognized. Service delivery models are being expanded to 
include early intervention for the very young and transition services for students with 
disabilities (Field, Martin, Miler, Ward &. Wehmeyer, 1998). However, there is an 
important, current issue identified by individuals with disabilities - the issue of self-
determination (Wehmeyer, 1992; Wehmeyer, Kelsbner, &. Richards, 1996). 
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Statement of Purpose 
The purpose of this study was to determine the effects of teaching self-
determination skills to adolescents with emotional disabilities in a private day school A 
self-determination curriculum was implemented for students with emotional and 
behavioral disabilities. Pre- and post- self-determination assessments were given to the 
students. Therefore this study was concerned with answering the following questions: 
Research Questions 
l. Are there differences between pre- and post-assessments on each of the 37 Self-
Determination Knowledge Scale iterm? 
2. Are there characteristics of the adolescents tbat are related to the scores? 
Rationale and Justification for the Study 
The rationale for this study was based upon three assumptions. First, evaluating 
self-determination as a positive educational outcome remains essentially an untested 
hypothesis (Wehmeyer & Schwarz, 1997). Second, the effects of teaching self-
determination skills to specific populations, such as students with emotional and 
behavioral disabilities, need to be investigated (Field, 1996). Lastly, self-determination 
may be used to promote school improvement by providing input to tacilitate beuer 
transition services (Wehmeyer & Sands, 1996). 
In addition to these issues, the information on the effects of teaching self-
determination would be of great value to educational leaders and policy makers. It is the 
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responsibility of special education leaders to create an environment that maximizes the 
effectiveness of instruction for their students (Swan, (998). Many of the duties 
associated with the special education leader include: developing the curricul~ 
organizing for instruction, providing mat~ arranging for in-service and staff 
development, making fiscal decisions, relating special pupil services, and evaluating 
instruction (Sage & Burrello, 1986). They accomplish these tasks by planning, decision-
making, prioritizing, designing programs, allocating resources, collaborating, 
coordinating, and directing (Sage & Borrello, (979). Detennining the effects of teaching 
self-determination skills is vital to special education leaders as they make curriculum 
decisions, plan for instruction and staff development, and purchase materials. 
As special education supervisors plan for students with special needs, there is a 
need to be particularly mindful of education outcomes that may address the whole child. 
When instructional decisions about teaching methods, materials, and activities are being 
made, attnoutes and skills unique to the individual student must be considered 
(Bartelheim & Evans, 1993). Since special education supervisors are responsible for 
conducting and attending Individual Education Plans (lEP), self-determination goals and 
objectives may be considered for individual students when writing their IEPs. 
The Steps to Self-Detennination program, by Field and Hoffinan (1995), was the 
program used to answer these research questions. The Stms to Self-Determination 
curriculum has been proven to be effective and is accompanied with a valid and reliable 
knowledge scale. This specific program will be descn"bed in more detail in Chapter 3 of 
this study. 
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Therefore, the results of this study evaluate this self-determination curriculum as 
an educational outcome (Wehmeyer &. Schwarz, (991), determine its effects on this 
specific population of students with emotional and behavioral disabilities, (Field, 1996), 
and detennine if using this self-determination curriculum can promote school 
improvement in providing better transition services (Wehmeyer &. Sands, 1996). 
Overview of Methodology 
This section intends to give a brief overview of the research design, participants 
and setting, materials, instrumentation, data collection and data analysis that will be used 
for this study. (The Overview of Methodology will be discussed in further detail in 
Chapter 3.) This study sought to determine if21 adolescents with emotional and 
behavioral disabilities in private day schools would increase their knowledge of self-
determination over eight weeks of biweekly instruction. The Steps to Self-Detennination 
curriculum by Field and Hoffinan (1996) was used as an intervention. Assessments were 
given to determine if there are differences in pre and post test scores on the Self-
Determination Knowledge Scale (SDKS). The data was analyzed to determine if there 
were characteristics of theses adolescents as they are related to the scores. Student 
assessment followed a standardized fonnat. Teachers at the filcility administered the pre-
and post-tests. Quantitative analysis using descriptive statistics was utilized to answer 
the research questions. 
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Limitations of the Study 
The scope of this study was delimited in four ways. First, the study took place in 
a private day school, with a sample of21 students with emotional and behavioral 
disabilities. The private day school is a program for emotionally troubled children ages 6 
through 17 who have difficulty learning in a regular school setting. This school focuses 
on helping children learn to manage their behavior so they can return to public school, 
graduate, and/or become productive citizens. Therefore, results from this study may not 
be generalized to the entire population of students with special needs. 
The study was conducted within a narrow geographical location. The school is 
located in Roanoke, Virginia. Roanoke is a valley located in Southwestern Virginia. The 
school is made up of students from Roanoke City, Roanoke County, Salem, and Vinton. 
The population of the area is approximately 250,000. It is fuirly conservative with not 
much industry. Roanoke is a suburban town with a diverse population, low crime rate 
and low unemployment. Therefore, the results of this study should not be generalized in 
other settings. Third, no consideration was given to the race, gender, or socioeconomic 
status of participants when conducting the study. A larger more random sample would 
address these additional variables. Finally, while all participants exlubit emotional and 
behavioral disabilities, no attempt was made to control for the exact type and magnitude 
of the disability. 
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Definitions 
For the purpose of this study, the following operational definitions will be used: 
Adolescence refers to the time period between childhood and adulthood. For the 
purposes of this study, individuals who are identified as adolescents are between the ages 
of fourteen to seventeen. 
Emotionally disturbed, emotional disabilities and behavioral disabilities, for the 
purpose of this study is defined according to IDEA 1997 as: 
a condition exhibiting one or more of the following characteristics over a long 
period of time and to a marked extent which adversely affects educational 
performance: 
(A) An inability to Ieam that cannot be explained by intellectual, sensory or 
health &ctors; 
(8) An inability to build or maintain satis&ctory relationships with peers and 
teachers; 
(C) Inappropriate types ofbebavior or feelings under normal circumstances: 
(0) A general pervasive mood of unhappiness or depression; or 
(E) A tendency to develop physical symptoms or fears associated with 
personal or school problems 
This term includes children who are schizophrenic. The term does not include 
children who are socially maladjusted unless it is determined that they are 
emotionally disturbed. 
Learning disability. according to IDEA 1997, is 
a disorder in one or more of the basic psychological processes involved in 
understanding or in using language, spoken or written, which disorder may 
manifest itself in an imperfect ability to listen, think, speak, read, write, spell, or 
do mathematical calculations. 
Mental Retardation according to American Association on Mental Retardation, 
refers to the following: 
substantial limitations in present functioning. It is characterized by significantly 
subaverage intellectual functioning, existing concurrently with related limitations 
in two or more of the following applicable adaptive skill areas: communication, 
self-care, home living, social skills, community use, self-directions, health and 
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safety, functional academics, leisure, and work. Mental retardation manifests 
before age 18 (Ad Hoc Committee on Terminology and Classification, 1992, p.5) 
Private day schools in this study refers to non-profit schools for students with 
emotional and behavioral disabilities. They are schools for students that are unable to 
succeed in a less restrictive setting due to their behavior problems. 
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Youths in this study refers to both females and males who are between the ages of 
twelve and eighteen. 
Overview of the Remaining Chapters 
The following chapters illustrate the effects of teaching self-determination skills 
to adolescents with emotional and behavioral disabilities in private day schools. Chapter 
2 is a review of the literature relevant to this study. This chapter will examine the history 
of self-detennination, definitions of self-determination, theories of self-determination, 
models of self-determination, instructional strategies and curricula for teaching self-
detennination, and self-determination skills for students with emotional and behavioral 
disabilities. Chapter 3 provides a description of the methods and procedures used in this 
study. Chapter 4 will present the results ofthis study. Finally, Chapter 5 will consist of 
a discussion of the results as they relate to previous research and theories, implications 
for adolescents with emotional and behavioral disabilities in private day schools, and 
recommendations for future research. 
CHAPTER 2 
REVIEW OF THE LITERATURE 
A large body of literature on teaching self-detennination skills to students with 
disabilities provides a basis for the present study. This chapter will examine the history 
of self-determination, definitions of self-determination, theories of self-detennination, 
models of self-detennination, and instructional strategies and curricula for teaching self-
determination. A detailed description of Steps to Self-Detennination. the program that 
was implemented and evaluated at the private day schoo~ will be discussed. The chapter 
will conclude with a discussion on the importance of teaching self-determination to 
students with emotional and behavioral disorders and implications of this study for 
special education leaders. 
History of Self-Determination 
Self-detennination began its roots with the civil rights movement of the 1960's 
(Ward, (988). People with disabilities were no longer passive participants but became 
actively involved in a civil rights movement that cballenged the stigmas associated with 
other minority groups. Local independent living centers emerged across the country and 
began the normalization movement (Agran, (997). The principle ofnormali73tion was 
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conceptualized by 8engt Nirje (1972) and reconceptualized by Wolfensberger (1972). 
This principle was the beginning for the deimtitutionali73tion movement of the 1970's 
and 1980's (Agran, 1997). According to Nirje (1972), the normalization principle stated 
the importance of"making available to [people with mental retardation] the patterns and 
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conditions of everyday life which are as close as possible to the norms and patterns of the 
mainstream of society". It was Nirje (1972) who initially proposed that people with 
disabilities have the right to self-determination: 
One major fitcet of the normalization principle is to create conditions through 
which a person [with disabilities] experiences the normal respect to which any 
human being is entitled. Thus the choices, wishes, desires and aspirations of a 
person [with disabilities] have to be taken into consideration as much as possible 
in actions affecting him. To assert oneself with one's fiunily, fiiends, neighbors, 
co-workers, other people or an agency is difficult for many persons. It is 
especially difficult for someone who bas a disability or who is otherwise 
perceived as devalued. But in the e~ even the impaired person bas to manage as 
a distinct individual, and thus bas his identity defined to himself and to others 
through the circumstances and conditions ofhis existence. Thus, the road to self-
detennination is indeed both difficult and all-important for a person who is 
impaired. (p.177) 
The agenda early in this movement involved changing systems that imposed 
barriers to independence: accessible transportation, physical accessibility in the 
community, and equal opportunities for education, employment, and recreation 
(Wehmeyer & Sands, 1996). As researchers worked to promote the success of children 
and adolescents with disabilities, they realized that certain personal or self-determination 
skills were not being learned (Serna, 1999). Ward (1988) stated, ''while it is important 
for all people to acquire these traits (self-detennination), it is a critical-and often more 
difficult-goal for people with disabilities" (p.2). 
Coleman (1966) states that a sense of purpose and destiny filcilitates positive 
outcomes. Successful people assess their needs, detennine their goals, plan actions, act, 
monitor their performance, and make any needed adjustments (Mithaug, Martin &, 
Agran, 1987). Mithaug (1996) argues that few children succeed because of the 
instruction they receive. These students succeed because teachers identitY them as 
baving a sense of purpose for their lives. They know what they like, what they can do, 
what they want and how to get it. Unfortunately, many students leaving our special 
education program lack a sense of purpose and destiny (White et ~ 1982). They do not 
advocate for their own goals and interests (Allen, 1989). 
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The Council for Exceptional Children (1994) reports 37% ofyoutbs with 
disabilities who participated in the National Longitudinal Transition Survey (NL TS) were 
living independently three to five years after graduation. This figure is 6()O/o for the 
general population. Only 37% of the youths with disabilities surveyed bad enrolled in 
postsecondary school as compared with 68% of youths without disabilities. Although the 
NL TS found that employment levels were about the same for general population as for 
youths with disabilities five years after graduation from secondary school, these youths 
were earning less than $12,000 per year for full-time, year-round employment. 
Students with disabilities have only a 35% to 45% chance of finding full-time 
work after leaving school. The probability offuture employment for students with 
disabilities decreases over time. For part- and full-time work combined, most studies 
report about a 6()O/c, employment level for persons with disabilities (Hasazi, Gordon, &, 
Roe, 1985; Mitbaug; Horiuchi &, Fanning, 1985; Wagner, 1989, 1991). Also, according 
to data provided by NTLS (1990), only 1.8% of the graduating students with learning 
disabilities go to four-year universities. The number is somewhat higher for two-year 
postschool institutions. However, most students complete only a few courses. After 
more than three decades of federal involvement in the education of children and youths 
with disabilities, these disturbing post school outcomes have led practitioners, 
policymakers, researchers, and parents of young people with disabilities to conclude that 
special education has not been effective (Fie~ Martin, Miller, War~ Wehmeyer, 1998). 
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The 1992 amendments of the Rehabilitation Act stated, "disability is a natural part 
of the human experience and in no way diminishes the rights of individuals to live 
independently, enjoy self-determination, make choices, contnDute to society, pursue 
meaningful careers and enjoy full inclusion and integration into the economic, polit~ 
social, cultural and educational mainstream of American society" [sec. 101.2 (a) [3]]. 
The U.S. Department of Education, Office of Special Education and Rehabilitation 
Services (OSERS), has funded both research and model demonstration projects to help 
persons with disabilities develop the attitudes and skills necessary for self-determination. 
This funding was implemented in response to the disappointing outcomes of students 
with disabilities (Wehmeyer & Schwartz, 1997). There were twenty-six model 
demonstration projects developed as a result of this funding during the fiscal years 1990-
1993. There were also various research projects that took place to define models of self-
determination. As a result of this funding, self-determination was researched, skills were 
identifi~ and curricula were developed for children and adolescents with disabilities and 
for those who are at risk for failure in the communities and schools (Serna, 1999, Ward, 
1992, Wehmeyer & Sands, 1996). 
Wehmeyer and Schwartz (1997) conducted a follow-up study on adolescents with 
mental retardation and learning disabilities for which data regarding self-determination 
bad been collected prior to their high school exit and one year after graduation. There 
were 80 students with cognitive disabilities from school districts in Virginia, 
Connecticu~ Alabama and Texas. Students were recruited for participation if they were 
receiving special education services based on a cognitive disability (mental retardation or 
learning disability) and would be leaving school (either by graduation or certificate of 
attendance) at the completion of that school year (1994-1995). The mean age of the 
sample was 19.82 years (SD = 1.52). The mean IQ for the group was 77.31. The 
analyses took into account the effects of differing levels of intelligence on self-
detennination. After the students left schoo~ project staff conducted mail and telephone 
interviews to conect information about the students outcomes. The Arcs Self-
Determination Scale, a 72-item self-report scale that provides data on each of the four 
essential characteristics as wen as overall self-determination, was given to the students 
and scored by project personnel The student locus of control was also measured using 
the adult version of the Nowicki-Strickland Internal-External Scale. Fonner students in 
the high self-determination group were more likely to be employed than their peers in the 
low self-determination group (p = .009). The resulting analysis concluded that self-
detennined students were more likely to have achieved more positive adult outcomes 
than peers whom were not self-determined (Wehmeyer & Schwarz, 1997). 
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Fiel~ Hoffinan, St. Peter, & Sawilowsky (1992) conducted a study ofteachers' 
perceptions of students' self-determination. A suburban midwestern high school of 
predominately caucasion students participated in this study. Students with and without 
disabilities were randomly selected from a list of students receiving special education (n 
= 69) and the general student body (N = 1,263). The students were observed and teacher 
perceptions of the student' abilities related to these behaviors were recorded. The 
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Cbronbach alpha for the self-determination checklist was .87 with this sample of 
students. Cronbach alpha for the perception scale was .90 for this sample of students. 
The mean, standard deviatio~ and t tests (p < 0.05) for diflerences between the two 
groups are reported. Of the self-detennination areas observed, there was IittJe difference 
between the behaviors of students with and without disabilities. They found that teachers' 
perceptions of their students' self-detennination were significantly lower for students 
with disabilities (n = 48) than for students without disabilities (n = 47) despite the filet 
that behavioral observations resulted in little behavioral difference between the two 
groups. 
The last few decades of research have empowered the movement of self-
detennination. Definitions, models, theories, and curricula of self-detennination have 
been developed as a result of this research. However, there is a gap between these 
conceptuali7Jltions and the concept of self-determination as an educational outcome 
(Wehmeyer & Sands, 1996). The Individuals with Disabilities Education Act of 1990 
mandates the provision of outcome-oriented transitional services for students with 
disabilities. If self-detennination can indeed improve transition services then researchers 
need to determine if students with disabilities are able to ~ retain, and generalize self-
determination skills. 
The literature related to self-determination in the field of special education is 
noDCategorical. However, there have been a few studies that investigate specific 
populations of disabilities. Stine (1999) studied the effects of teaching self-determination 
skills to secondary students with learning disabilities. This study sought to teach 
students, using direct instruction and role-play activities, to recognize their special needs 
and convey those needs to a teacher. It was hypothesized that students who received 
training in self-advocacy and self-awareness would obtain higher scores on a teacher 
rating and a self-rating of self-awareness and self-advocacy than would students who did 
not receive training. The study was conducted using a pretest-posttest design with a 
control group. At the conclusion of the study, the students who participated in the 
training procedures showed significantly greater differences between pretest and posttest 
measures than did the students in the control group. 
IS 
Fullerton (1995) created a program for students with autism and conducted a field 
test to determine if the suggested curriculum could increase knowledge and skills for self-
determination. The primary purpose of Fullerton's program evaluation was to detennine 
the impact on the cuniculum, "Putting Feet on My DreaIm: A Program in Self-
Determination" on students, as perceived by parents. A total of 19 parents completed the 
Selt:Determination Descriptors Scale (SDDS) before and after the students participated 
in the program. Field-testing of the SDDS indicated adequate short-tenn test-retest 
reliability (r = 0.86). Parents reported significant improvement in their sons' or 
daughters' skills and attitudes related to self-detennination after participation in the 
program (1 = 2.03, P = 0.033). 
Most self-determination research and model development has been conducted 
with students representing diverse disability classifications (Field, 1996). It is important 
to consider that students with emotional and behavioral disabilities face many unique 
barriers to becoming self-determined. This study attempts to decide if self-determination 
can be an educational outcome for students with emotional and behavioral disabilities by 
answering the proposed research questions. 
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These models of self-determination and the studies that have already taken 
place lay the groundwork to begin testing these models and theories of self-determination 
to determine their effect on the diverse disability classifications, and to decide whether or 
not self-determination can be an educational outcome. 
Wehmeyer & Sands (1996), in the pre&ce of their book, admit the &ct that self-
determination is simply another catchphrase. As new ideas and perspectives are 
develo~ new words are added to the list, often even replacing or undermining words 
that were already there. They continue to state that the self-determination movement is 
no different. However, words are a necessary part of understanding the deeper message 
of ' 'where we've been, where we're going, and what we're aU about" (Wehmeyer &. 
Sands, 1996, p. xiii). This is why it is important to investigate how the numerous 
researchers define self-determination. This section of the review will attempt to address 
these different definitions. 
Oeci (1980) was one of the first researchers to study the psychology of self-
determination. Oeci and Ryan (1985) define self-determination as ''the capacity to 
choose and to have those choices be the determinants of one's actionsn (p. 38). Deci 
(1977) asserted that self-determined people (a) are given options to begin and govern 
their behaviors, (b) search for and master challenges, (c) are creative, fleXible, and 
competent, and (d) persevere, believing that they will achieve what they set out to 
accomplish. Deci (1977) often related self-determination to an individual's free will 
This is also seen in The American Heritage Dictionary of the English Language (1992) 
definition of self-determination which defines it as the "detennination of one's own tate 
or course of action without compulsion; free will". 
Ward (1992) believed that self-determination is a crucial goal for individuals 
especially as they enter adulthood. He defined self-determiDation as the attitudes that 
allow individuals to specifY goals for themselves and the ability to accomplish those 
aspirations. Ward (1988) believes that traits underlying self-determination include self-
actualization, assertiveness, creativity, pride, and self-advocacy. 
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Wehmeyer (1992) further defined self-determination as "the attitudes and abilities 
required to act as the primary causal agent in one's life and to make choices regarding 
one's actions free from undue external influence or interference" (p. 305). An agent is 
"someone who acts or has the power or authority to act" or a ''means by which something 
is done or caused" (American Heritage DictioDaJY of the English Language. 1992). Self-
determination involves autonomy (acting according to one's own priorities or principles), 
self-actualization (the full development of one's unique talents and potentiaJs), and self-
regulation (cognitive or self-controlled mediation of one's behavior). Wehmeyer further 
states that these processes provide the foundation for the development and use of 
intervention to enhance self-detennination. 
Wehmeyer and colleagues interviewed more than 400 adults with intellectual and 
developmental disabilities using self-report measures of self-determined behavior and 
each of the essential characteristics (Wehmeyer, Kelchner & Richards, 1995, 1996). The 
sample included 407 individuals with mental retardation from self-advocacy groups 
(advocacy organizations established and run by people with mental retardation). The 
mean age for individuals in the sample was 36.34 (range 17 to 72). A series of self-report 
measures was used to examine each essential characteristic of self-determination and 
self-detennined behavior. The various self-report measures include the following: 
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Autonomous Functioning Cbec~ Life Choices Survey, Nowicki-Stricldand Intemal-
Extemal ScaIe~ Meam-Ends Problem Solving, CbiIdren's Assertiveness Inventory~ Self-
Efficacy for Social Interactions Scale, Personal Orientation Inventory, and portions of the 
National Consumer Survey. All questions from the surveys were read aloud, and 
individuals were assisted in recording their answers and given additional time. Based on 
their self-determination scores, these groups were then compared on measures of each 
essential characteristic. Scores from these essential characteristics differed significantly 
based on self-determination grouping (p < .05). Their findings indicated that measures of 
behavioral autonomy, psychological empowermen~ self-realization, and self-regulation 
were particularly potent predictors of self-determination status. Their work validated the 
definitional framework of self-determination. 
W~ Barcus, Brooke, & Field and Rayfield (1995) conducted a series offocus 
groups for individuals with disabilities, fiunily members, professionals and advocates to 
elicit the characteristics and attnootes of self-determined individuals. Semi-structured 
interviews were used to assess factors related to self-determination of individuals with 
disabilities. The participants interviewed were 61 individuals with disabilities who were 
nominated by professionals in the field as self-determined adults. Participants were 
nominated from a variety of sources including advocacy organizations, disability service 
coordinators in higher education, and service agencies from both the public and private 
sector. Participants resided in the Central Virginia region, including the Richmond and 
Charlottesville metropolitan areas, and the Tidewater region. Descriptors of self-
determination in relation to individuals with disabilities were identified by data from four 
focus groups. A semi-structured interview instrument was used to elicit both quantitative 
(i.e." rating scales, yes/no) and qualitative data using open-ended follow-up questions 
which requested participants to expand upon their previous responses. Data fi'om 
quantitative items were entered into a spreadsheet program and analyzed using the 
program's database functions. Results indicated that self-detennined individuals are goal 
oriented,. self-motivated,. self-advocating" empowered, and continually re-evaluating their 
satisfiletion toward their goals. The availability of financial resources and transportation 
were identified as critical filetors that pJ;omote self-detennination. 
Hoffinan and Field (1995) define self-detennination as "one's ability to define 
and achieve goals based on a foundation of knowing and valuing oneself" (p. 164). They 
further state tbat self-determination is "promoted,. or discouraged,. by filets within the 
control of individuals (e.g. value, knowledge,. and skills) and variables that are 
environmental in nature (e.g. opportunities for choice-making, attitudes towards others)"' 
(p. (64). 
Serna and Lau-Smith (1995) offer the following description of self-determination: 
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Self-detennination refers to an individual's awareness of personal strengths and 
weaknesses, the ability to set goals and make choices, to be assertive at 
appropriate times, and to interact with others in a socially competent manner. A 
self-determined person is able to make independent decisions based on his or her 
ability to use resources, which includes collaborating and networking with others. 
The outcome of a self-determined person is the ability to realize his or her own 
potential, to become a productive member of a community, and to obtain his or 
her goals without inftinging on the rights" responsibilities, and goals of others. (p. 
(44) 
Martin and Marshall (1995) summarized the evolving definitions of self-
determination in the special education literature as descnbing individuals who: 
Know how to choose-they know what they want and how to get it. From an 
awareness of personal ~ self-determined individuals choose goals, then 
doggedly pursue them. This involves asserting an individual's presence, making 
his or her needs known, evaluating progress toward meeting goals, adjusting 
perfonnance and creating unique approaches to solve problems. (p. (47). 
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Martin, MarstJaa and Maxson (1993) listed self-determination components as the 
skill ofan individual to decide goals for oneselfbased upon one's ~ interests and 
preferences, and the perseverance needed to reach those goals. Additionally, they cited 
personal self-determination characteristics as assertiveness, creativity, and self-advocacy. 
The definitions of self-detennination vary slightly, but overall they are very 
complimentary and consistent (Field, Hoffinan, &. Spezia, (998). The actions of self-
determined people enable them to fulfill roles typically associated with adulthood 
(Wehmeyer, Sands, Doll, &. Palmer, 1997). Self-detennination emerges across the life 
span as children and adolescents learn skills and develop attitudes which enable them to 
become causal agents of their own lives. 
Theoretical Constructs 
Self-determination is a theoretical construct tbat encompasses a number of 
psychological and behavioral attnootes (West, Barcus, Brooke, Rayfield, 1995). A 
theory is essentially a portrayal and explanation of observations (Kuhn, 1970). Theories 
provide individuals with a foundation of why and how they think and behave. An 
investigation of these theories aids in a better understanding of self-determination which 
also provides a framework for the understanding of the self-determination modes. 
(Houchins, 1998). The theories that will be investigated include the Cognitive Evaluation 
Theory, the Self-Regulation theory, the Self-Efficacy Theory, and the Equal Opportunity 
Theory. 
Cognitive Evaluation Theory 
Deci and Ryan (1985) argue that the construct of self-determination is best 
descn"bed within the parameters of intrimic and extrinsic motivation. In recent years, a 
considerable amount of research has been carried out on investigating the etTects of 
extrinsic rewards on intrinsic motivation (Dec~ 1980, Deci and Ryan, 1985). Deci and 
Ryan (1985) descn"be intrinsic motivation as the "innate, natural propensity to engage 
one's interests and exercise one's capacities, and to seek and conquest optimal 
challenges" (p. 3). The behaviors of intrinsic motivation involve an innate desire to 
investigate, disce~ and integrate the environment. Extrinsic motivation is characterized 
by the influences of forces outside the individual. Forces not innate to them influence 
their behaviors. 
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Deci's (1980) Cognitive Evaluation Theory explores self-determination as it 
relates to the regulation of motivationally based behaviors or processes. His theory is that 
the highest level of extrinsic motivation can be incorporated with intrinsic motivation to 
form self-determination. The process ofintemalization is represented on a continuum of 
less to more autonomy. Individuals who are more autonomous are controUed less by 
external fuctors. However, the more extrinsic motivational filctors evolve, the greater the 
chance they will represent an individual's internal motivation. The process of achieving 
internal motivation using external fuctors includes external regulation, interjected 
regulation, identified regulation, and integrated regulation (Dec~ 1977). According to the 
Cognitive Evaluation Theory, these extrinsic regulations, when incorporated with 
intrinsic motivation, create the greatest form of self-determination (Deci and Ryan, 
1985). 
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Self-Regulation Theory 
The second theory that will be investigated is the self-regulation theory. 
Boekaerts, Pintricb, and Zeider (2000) define self-regulation as the "self-generated 
thoughts, feelings, and actions that are planned and cyclically adapted to the attainment 
of personal goals" (p. 14). The self-regulation theory (Mitbaug, 1996) descn"bes these 
different patterns of self-regulation by explaining how individuals vary in their capacity 
and opportunity to self-determine. This theory accounts for the filet that, while some 
individuals have substantial capacity and frequent opportunity, others may have ample 
capacity but few opportunities, others lack capacity but have frequent opportunities, and 
others lack both capacity and opportunity. If self-determination is affected by what a 
person wants in his or her life, then self-determination is determined by one"s capacity 
and opportunity to succeed or tail in wbat he or she wants (Wehmeyer &, Sands. (996). 
Mithaung (1996) offers two steps to self-regulation. The first step is deciding 
whether or not to seek out and engage new opportunity for gain. Then they must do the 
best they can with what they believe they have available to them. The self-regulation 
theory explains how people take advantage of the opportunities available to them- tbat is, 
how they optimize adjustments to maximize gain. 
Whitman"s (1990) theory of self-regulation incorporates ideas from both 
cognitive and behavioral theories. His theory states that there are numerous fundamental 
components that characterize self-regulation. The components can be divided into two 
areas: individual abilities and instruction. Whitman (1990) stressed the importance oftbe 
individual's cognitive capacity. Those with higher levels ofmetacognition will be better 
able to self-monitor during and over successive periods of time. Individuals should also 
have the desire to be self-regulated (Whitman, 1990). If an individual is held 
accountable for hisIher behavior, then self-regulation becomes a teachable skill 
(Whitman, 1990). According to Whitman (1990), self-regulation is a complex skill that 
can be taught using behavioral and cognitive strategies. 
Self-Efficacy Theory 
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The third theory related to self-determination is Bandura's (1971) Self-Efficacy 
Theory. His theory maintains that human behavior is affected by a sense of control 
(Boekaerts et al, 2000). Bandura (1977) defines self-efticacy as the "conviction that one 
can successfully execute the behavior required to produce a given outcome" (p. 193). 
Self-efficacy beliefS influence goal setting. The more capable people believe thermelves 
to be, the better goals they set for themselves and the more firmly committed they remain 
on those goals (Bandura, 1971). When people fiill short of attaining their outcome goals, 
those who are self-efficacious increase their efforts, whereas those who are self-doubters 
withdraw (Bandura, 1971). 
To test his theories of self -efficacy and behavioral change, an experiment was 
conducted wherein severe phobics received treatments designed to create differential 
levels of efficacy expectations and then the relationship between self-efticacy and 
behavioral change was analyzed. Adult snake phobics, whose phobias affected their lives 
adversely, were administered for equivalent periods either participant modeling, 
modeling alone, or no treatment. The treated subjects either participated in handling a 
boa constrictor with the assistance of induction aids or observed a therapist perfonn the 
same activities with out ever actually handling the snake. Results of the microanalysis of 
congruence between self-efficacy at the end of treatment and performance on each of the 
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tasks administered in the posttest are consistent with the findings obtained ftom the 
treatment. Self-efficacy was an acc::urate predictor of subsequent performance on 85% of 
all the tasks. Subjects successfully executed tasks within the range of their perceived 
self-efficacy produced by the desensitization treatment. 
The core issue of the Self:Efficacy Theory (Bandura, 1977) focuses on the level 
of belief a person has about hisIher abilities. The more efficacious an individual, the 
better one feels about hisIher abilities. Those with a high level of self-efficacy will also 
exhibit a higher level of self-determination (Agran, 1997). 
Equal {)pJJortunity Theory 
Mithaug (1996) also examined self-detennination from the perspective of the 
Equal Opportunity Theory. His theory is a combination of self-regulation theory and 
social reconstructionism. The theory is based upon the following propositions: 
1. All persons have the right to self-detennination 
2. Psychological and social conditions of freedom cause some individuals and 
groups to experience unfuir advantages in detennining their future 
3. Declines in prospects for self-determination among the less fortunate are due 
to social forces beyond their control 
4. As a consequence of these dec~ there is a collective obligation to improve 
prospects for self-determination among least wen-situated groups (Wehmeyer 
and Sands, 1996, p. 161). 
The action proposed by the Equal Opportunity Theory is to optimize prospects for 
seU:detennination among the less fortunate by improving their capacity for autonomous 
thought and action and by improving the opportunities available to them for effective 
choice and action. Every person deserves an equal chance for pursuing a self-determined 
life. 
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Models ofSeIf-Detennination 
To better understand the concept of self-determination, models are necessary 
(FiekL 1996). This section seeks to provide four models of self-determination. The 
theories of self-detennination offered a foundation for these self-detennination models. 
In this review of tile literature the models represent various aspects of the self-
determination theories and the models will guide the discussion of instructional strategies 
and curricula for teaching self-determination skills. 
As a result of the Office of Special Education and Rehabilitative Services 
(OSERS) self-determination initiative, there were twenty-six model demonstration 
projects developed to identify and teach skills necessary for self-determination. These 
models were used to develop curriculum for teaching self-determination skills to students 
with disabilities. The following discussion of these models will be followed by a 
discussion of the instructional strategies and curricula that were developed as a result of 
these models. 
The models that will be analyzed are Wehmeyer's (1993), Mithaug, Campeau, 
and Wolman's (1992), Abery's (1994), and Field and Hoffinan's (1994). These models 
were chosen as a result of being frequently cited in the literature. Other models found in 
the literature were developed for more specific populations. For example, Fullerton's 
(1995) "Putting Feet on my Dreams" was a model and curriculum developed for students 
with autism. Harris (1993) developed "Project PARTnership" to promote self-
determination using the arts. However, the four that will be analyzed were cited more 
frequently and were generalized for all students with disabilities using traditional 
classroom approaches. 
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Wehmeyer's Model 
Wehmeyer's (1992) model focuses on self-determination as an adult outcome. He 
proposed that, for the purpose of education. self-determination is best conceptualized as 
an outcome, a set of attitudes and abilities that are learned across the life span. The 
process of developing this model consisted of two primary phases. First, there was a 
review of the literature and interviews conducted with individuals with disabilities, 
family members, and professionals. Next, the empirical examination consisted of 
analyzing the results previously discussed of data collected from 400 adults with 
cognitive disabilities on several different assessment instruments that measured 
characteristics hypothesized to be related to self-detennination (Wehmeyer, 1995). 
According to Wehmeyer's model (1993) self-determination incorporates autonomy, self-
regulation, psychological empowerment, and self-realization. AU four characteristics 
interact with each other to form self-detennination (Figure 2-1). 
Autonomy includes the ability to indicate preference, make choices based upon 
these preferences and initiate action based upon these selections. Wehmeyer (1997) 
conceptualized self-regulation as descnbed by Whitman (1990). Self-regulated behaviors 
include self-management strategies such as self-monitoring, self-instruction, self-
evaluation, and self-reinforcement. Goal setting and attainment behaviors, problem-
solving behaviors, and observationalleaming strategies are also included in Whitman's 
(1990) description of self-regulation. 
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Figure 2-1. Wehmeyer's Self-Determination Model. 
Note. From Self-determination across the life span (p. 25), by D. Sands and M. 
Wehmeyer, 1994, Baltimore, Maryland: Paul E. Brooks Publishing Company. Copyright 
1994 by Paul E. Brooks Publishing Company. (Reprinted with permission). 
The final two essential characteristics of self-determination, psychological 
empowerment and self-realization, emphasize the importance of considering individual's 
perceptions about themselves and their environments, as well as their skill level. 
Psychological empowerment is a term referring to the multiple dimensions of perceived 
control including its cognitive, personality, and motivation domains (Wehmeyer, 1997). 
Self-realization knows one's selfand understands one's selfby interacting with and 
interpreting one's environment. 
Wehmeyer (1993) used this model of self-determination to address curricular 
components of self-determination using the Life Centered Career Education (LCCE) 
curriculum. Wehmeyer identified four LCCE competencies and seventeen 
subcompetencies that focus on developing self-determination skills (Wehmeyer, 1993). 
The four competencies were: 
l. Self Awareness; 
2. Self-confidence; 
3. Choice and decision-making skills; and 
4. Goal attainment behaviors (Wehmeyer, 1995) 
Wehmeyer adapted and modified the curriculum to be used with adolescents with 
cognitive disabilities (Wehmeyer, 1993). The curriculum includes 350 lesson plans that 
enhance the Ieaming of independence for improving adult outcomes. 
Mithaug. Champeau. and Wolman 
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The next model was proposed for analysis by Mithaug, Campeau, and Wolman 
(1992). This model is based on the self-regulation theory. Their model was developed 
though a process that included a review and analysis of the literature; critical review by a 
panel of scholars and theoreticians who have written and conducted research in self-
determination, and ethnographic interviews of students with disabilities, parents, and 
service providers (Mithaug et aL, 1992). They suggest that individuals who are self-
detennined are able to self-regulate their choices and actions and are less dependent upon 
others in their environment to make decisions. They further suggest that self-
determination is a subset of self-regulation. As cited by Field (1996), the self-regulation 
model for self-determination includes the following six major steps: 
I. The individual identifies and expresses his or her own needs, interests, and 
abilities; 
2. The individual sets expectations and goals to meet his or her needs and 
interests; 
3. The individual makes choices and plans to meet goals and expectations; 
4. The individual takes action to complete plans; 
5. The individual evaluates results of actions; and 
6. The individual adjusts plans and actions until goal is achieved (p. 44) 
Martin and Marshall (1995) socially validated the Choice Maker Self-
Detennination Transition Cuniculum. This cuniculum mirrors the sel.t:reguJation model 
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created by Mithaug et al (1992). Martin and MarsbaB (1995) produced a comprehensive 
list of37 self-determination concepts grouped into the following seven areas: self-
awareness, self-advocacy, decision-making, independent performance, self-evaluation, 
and adjustment. The cuniculum consists of three sections: (I) choosing goals, (2) 
expressing goals, and (3) taking action. The assessment component of Choice Maker is a 
criterion-referenced self-determination transition assessment tool designed specifically 
for use with the ChoiceMaker curriculum. Across each curriculum objective, the teacher 
rates student skill and detennines the opportunity at school to perfonn each objective. 
The ChoiceMaker assessment tool is useful for documenting student and program 
achievement across time. Initial nationwide test-retest agreement scores are 
approximately 82% (Martin & Marshall, 1995). 
Taking Action is a program that teaches the students goal-attainment skills 
(German, Martin, Marshall & Sale, 2000). This program also models the self-regulation 
theory proposed by Mithaug, Champeau, and Woman (1992). Take Action was 
empirically examined to determine if the program's instructional materials would teach 
adolescents with mild to moderate mental retardation daily goal attainment skills. Six 
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students with mild to moderate mental retardation who attended a 400-student suburban 
high school served as participants. The program Take Action was administered over 
three weeks to the students in a 90 minute transition class taught by a special education 
teacher. The dependent measure was the number of goals attained out of three daily 
goals each student chose. A multiple baseline design was used with intervention 
staggered across two students at a time. Following intervention, a partial-withdrawal 
design was used to assess maintenance. The results from these case studies suggest that 
the Take Action instructional program improved the six students' daily goal attainment 
performance and that they were able to maintain their goals after instructional procedures 
were withdrawn. 
Abery's Ecosystem Model 
The third model of self-determination was proposed by Abery (1994). Abery 
(1994) suggested that self-determination results from a continuous interaction between 
the environment and the individual. This ecosystem model of self-determination was 
developed through participatory planning and decision-making. The model development 
process began with a review of the literature. The next step utilized the participants 
(children, youth and adults with disabilities, parents, education personnel, community 
service staft: and researchers in the disability related fields) in the planning and decision 
making of the development of this model (Field, 1996). 
Abery's (1995) model states that self-determination bas a skills base, a knowledge 
base, and a motivational base and that the environment influences it. The skills necessary 
to be self-determined include goal setting, choice making, self-regulation, problem 
solving, and personal advocacy sIdIls. Specific knowledge needed to be aware of the 
environment includes an awareness of resources/services, laws, society, personal 
values, and self. The motivation base consists of self-esteem, sense of self-efficacy, 
attnbutions for success and filiIure, and locus of control (Figure 2-2). 
In the ecosystems framewo~ environments are delineated as micro systems (the 
immediate setting in which most persons function), ecosystems (the external contexts to 
which a person is embed), mesosystems (the impact that phenomena in one setting have 
on events in other settings), and macrosystems (the institutional and ideological patterns 
characteristic of a given culture). In the ecosystem framework, the self-determination 
process is at the center of this Abery's model (Figure 2-2). 
Abery, Rudrud, Arndt, Schaube, and Eggebeen (1995) developed a curriculum 
called the Classroom-based Competency Building Program to address the ecosystem of 
self-determination skills. The classroom competency-building modules consisted of self-
awareness, self-esteem, enhancing perceptions of personal control. values, goal setting, 
assertive communication, choice making, realizing one's vision, problem solving, and 
personal advocacy. Also included in this program are fiunily education and support 
models which include personal futures planning, conducting filmily meetings. balancing 
fiunily values and self-determination, supporting choice making, enhancing problem 
solving, realizing one's vision, strengthening personal advocacy, and creating linkages 
within the community (Avery et al, 1995). 
Avery et at (1995) conducted a preliminary evaluation of the effectiveness of the 
Competency-Building Curriculum. The participants in this study were 18 young adults 
(10 women, 8 men) with mental retardation. Participants ranged in age from 14 to 20 
years, with a mean age of 16.5 years. All students taking part in the project were self-
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selected in the sense that both they and their fiuniIies agreed voluntarily to participate 
in the program. Participants attended public schools within three suburban school 
districts in the upper Midwest. The curriculum that the students participated in consisted 
of 10 modules over a 7-month period in 24 weekly sessions of approximately 90 minutes. 
A fiunily education and support program was also implemented as part of the 
competency-building program. Primary data for this program evaluation was collected 
through the use of two selt:report rating scales (Self-Determination Skills Evaluation 
Sca1e and Opportunity and Exercise of Selt:Determination Scale) designed specifically to 
assess the degree to which students with disabilities possess the competencies necessary 
for self-determination and exercise control over their lives. The students and their 
fiunilies completed these rating scales. In the result of pre-post intervention analyses 
parents reported significant improvement in their children's self-determination skills 
following implementation of the classroom-based competency-building program (p = 
.006). Students demonstrated significant improvement in each of the subscales of the 
Self-Determination Skills Evaluation Scale. These results would seem to support an 
ecological view of self-determination (Abery et aI, 1995). 
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Figure 2-2. Abery's Ecosystem Self-Detennination Model 
Note. From Challenges for service system in transition: Ensuring guality community 
experiences for persons with development disabilities (chap. 14, fig. 2, p.354), by M.F. 
Haden and B.H. Abery (Eds.), Baltimore, Maryland: Paul E. Brooks Publishing 
Company. Copyright 1994 by Paul E. Brooks publishing Company. (Reprinted with 
permission). 
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Field and Hoffinan's Model 
Field and Hoffinan's (1994) model focuses on individual beliefs, knowledge, and 
skills. This model addresses both internal, affective filctors and skill components that 
promote self-determination (Figure 2-3). The model bas five major components: Know 
Yourself, Value Yourself, Plan, Act, and Experience Outcomes and Learn (Field, 1996). 
The first two components, Know Yourself and Value Yourself, descnee the internal 
processes that provide the foundation for self-determination. The final three components, 
Plan, Act, and Experience Outcomes and Learn, descnee specific skills that evolve from 
the internal foundation (Hoffinan & Field, (995). 
Each of these components is subdivided into specific skills and behaviors 
necessary to be self-determined. "Know Yourselfis divided into dream, know your 
strengths, weaknesses, needs and preferences, know the options, and decide what is 
important to you" (Hoffinan & Field, (996). Value Yourself, which according to Field 
and Hoffinan occurs at the same time as the first component, consists of "accept and 
value yourself, admire strengths that come from uniqueness, recognize and respect Rights 
and responsibilities, and take care of yourself' (1996). 
The last three components, Plan, Act, and Experience Outcomes and Learn, 
which build on the external skills also have specific skills and behaviors that can be 
taught and learned (Field and Hoffinan, 1996). Plan is divided into "set goals, plan 
actions to meet goals, anticipate results, be creative, and visually rehearse (Hoffinan & 
Field, (995)". Act is divided into ''takes risks, communicates, accesses resources and 
support, negotiates, dealt with conflict and criticism, and persistence" (Hoffinan & Field, 
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1995). Experience Outcomes and Learn is divided into "compare outCODE to expected 
outCODE, compare performance to expected performance, realize success, make 
adjustments" (Field & Hoftinan, 1996). 
Field and Hoffinan~s (1994) mode~ as cited by Field and Hoffinan (1996), was 
developed after a three-year research effort. The research process included reviewing the 
literature, conducting interviews, observing students in a variety of school settings, and 
considering internal and external expertise. Because self-determination is relatively new, 
several topical areas related to self-determination were surveyed in the Hterature. Some 
of the discipHnes included in this search were special education, psychology, independent 
Hving, social work, counseling, self-advocacy, assertiveness, empowerment, creativity, 
self-determination, self-efficacy, choice-making, and a few other descriptors relating to 
self-determination. 
The model-development process included over 150 student observations and 
interviews. Exploratory interviews were conducted with persons with disabilities in 
individual and group settings. Two sets of structured interviews were conducted. Both 
sets of interviews focused on defining self-determination, identifYing components of self-
determination, and delineating factors that support or hinder an individual's ability to be 
self-detennined. The first set of interviews was conducted with adults with and without 
disabilities who were employed and Hving in the community (N = 52). The second set of 
interviews was conducted with students with disabilities in secondary education prognum 
(N = 105). The interview results indicated the model needed to include behavioral 
considerations and filctors that are considered more internal in nature. The interviews 
also suggested that developing skills in accessing support and negotiating relationships 
with others should be incorporated into a self-determination model 
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Observations of students with and without disabilities were conducted in school 
settings. Teachers and project staffmembers observed the student during various school 
periods, and recorded behaviors on an observation checklist. The observations were 
conducted to develop a better understanding of how students exhibit self-determination 
behaviors in school environments and determine differences between students with and 
without disabilities. The behaviors observed were exploring options, goal setting, 
decision making, using communication skills, communicating for self: using humor, risk 
taking, and initiating actions. This study found that the only difference between students 
with and without disabilities of the eight behaviors observed was in risk-taking. Field 
and Hoffinan (1994) feel this study supports that strategies to promote self-determination 
are important for students without disabilities just as they are for students with 
disabilities. 
The above information was then used to develop a proposed model identifYing the 
individual traits contnbuting to a person's self-determination. A card-sort technique was 
used to pool information into major themes or categories. A first draft of the model was 
then developed. Parents, consumers, adult service providers, educators, and a National 
Review Panel reviewed the model (N = 29). The panel of experts also oversaw the 
model-development process. Project staff then reviewed and revised the model 
considering each of the state panel's responses to the questions. The panel was then in 
unanimous agreement that a thorough, systematic process had been used to construct the 
model and that no further steps were necessary (Field &. Hoffinan, 1994). 
The Field and Hoffinan (1994) model of self-determination frames their ~ 
to Self-Determination curriculum (Field & Hoffinan, 1996). This model and curriculum 
is the predominate model and curriculum used in this study. A more detailed description 
of this curriculum is provided in the following section of this chapter. 
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ENVIRONMENT 
Know yourself V ..... Yourself 
• Dream 
• Know your strengths. 
weaknesses. needs. 
and preferences 
• Know the options • Accept and value 
• Decide what is 
important to you 
~ yourself 
• Set goals 
• Plan actions to 
meet goals 
• Take risks 
• Communicate 
• Access resources 
and support 
! 
• Admire strengths that 
come from uniqueness 
Plan 
• Anticipate results 
• Be creative 
• VISUally rehearse 
• Negotiate 
• Deal with conflict 
and aiticism 
• Be persistent 
Experience Outcomes • ~.m 
• Compare outcome to expected outcome 
• Compare performance to expected performance 
• Realize success 
• Make adjustments 
• Recognize and respect 
rights and responsibilities 
• Take care of yourself 
~---. 
Figure 2-3. Model of self-determination. 
Note. From "Development of a Model for Self-Detennination" by S. Field and A. 
Hoffinan, 1994. Career Development for Exceptional Individuals. 17 (2), p. 165. 
Copyright 1994 by Council for Exceptional Children Division on Career Development. 
(Reprinted with permission). 
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Selt:Determination for Students with Emotional and Behavioral Disabilities 
The purpoSe of this discussion is to provide essential background knowledge to 
understand the current needs of youth with emotional and behavioral disabilities and how 
the Steps to Selt:Determination curriculum might be the appropriate program to meet 
those concerns. Research has documented that students with emotional and behavioral 
disabilities perform more poorly than their peers on nearly every transition outcome 
(Bullis, 2000 &. Rylance, 1997). The dropout rates for students with behavior problems 
approach 58%- the highest of any special education category (National Transition Study 
of Education Students Statistical Almanac Series. 1990). It is important that new models 
for teaching these students the skills to succeed in life after exiting school are 
investigated. Learning self-detennination skills may help produce more positive adult 
outcomes for students with emotional and behavioral disabilities. 
Various social skills similar to skills learned in self-detennination have been used 
in treatment for students with emotional and behavioral disabilities (Mathur, KavaIe, 
Quinn, Forness, and Rutherford, 1998). The Tough Kid Social Skills Book (Sheridan. 
1995) recognizes many of the social skills that relate directly to self-determination (ie., 
expressing feelings, having a conversation, solving problems, joining a group, etc.). 
Learning self-detennination skills may be a treatment that can improve the day to day 
social functioning for students with emotional and behavioral disorders. There is a link 
to the needs of students with emotional disabilities and the components of self-
detennination. 
There was one similar study found that addressed the theoretical and practical 
implications of introducing the Steps to Self-Detennination Curriculum (Field &, 
Hoffinan., 1996) into residential treatment programs for adjudicated youth (Houchins, 
1998). Forty-seven residents participated in an experimental pretest/posttest control 
group design using the Self-Determination Knowledge Scale (Field & Hoffinan, 1996). 
The dependent variable was the participants' self-determination level His study found 
that those with an identified disability bad significantly lower self-determination 
knowledge mean pretest and posttest scores than those without an identified disability. 
There were also no significant differences found between the treatment group and the 
control group. This was the only study found that specifically related to the self-
detennination skills of adolescents with behavioral problems. 
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Prior to this study, no data was available regarding the self-determination 
knowledge of students with emotional disabilities. Yet, the skills and abilities of youths 
with emotional disabilities appear to be in direct contrast to those of youth who are self-
deterrnine<L suggesting the need for such data. The definition of~'emotionally disturbed" 
descnbes this population as being unable to build or maintain satisfilctory relationships 
with peers and teachers. The definition also states that an individual that is emotionally 
disturbed does not demonstrate appropriate behavior or feelings under normal 
circumstances. The definition also descn"bes them as being unhappy or depressed (IDEA 
97). The definition of youth with emotional disorders does not descn"be individuals who 
are self-detennined. 
The Stej)S to Self-Determination curriculum specifically addresses some of the 
deficits of students with emotional disturbances. Field and Hoffinan (1994) address the 
need to know and value oneself in their curriculum. They also address how to plan, act 
and experience outcomes. Specific skills are taught such as risk taking, communication, 
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negotiation, dealing with conflic~ realizing success, making adjustments and being 
persistent. It appears evident that self-detennination skills are essential for students with 
emotional disabilities. 
Where there does not appear to be any specific information regarding the self-
detennination knowledge of students with emotional disabilities, there does appear to be 
substantial indirect data suggesting they do lack the necessary components of self-
determination. Since youth who are more self-determined appear more likely to be 
successful in life by being in control of their own quality of life and daily functioning, 
(Deci &, Ryan; 1985, Field &, Hoflinan; 1994, Mithaug, 1991), it appears logical that 
students with emotional disabilities should be taught how to be more self-detennined and 
to evaluate the impact of such instruction on the skill deficits of these youths. 
One of the goals and missions of the private day school that will be used in this 
study is to provide their students with the necessary skills to succeed in the community 
and regular school environment. In order for these schools to improve their transition 
services it is necessary for them to analyze and collect data on the practices that are 
recommended in the current research and literature (Dufour &, Eaker, 1998). The school 
reform/school improvement literature documents numerous ways to effectively involve 
participants in a collaborative process to create change in school settings (Calhoun, 1994; 
DuFour &, Eaker, 1998). Field and Hoffinan (1996) provide a model for school 
improvement that includes self-determination. They suggest a structured process for 
collaborative school improvement teams to develop recruitment strategies, curriculum, 
instructional strategies, individual planning procedures, and support designed to meet the 
needs of youth with special needs. 
42 
w~ Taymans, Gopal (1997) argue that implementing a self-determination 
curriculum addresses the following three major reform mandates in today's schools: 
I) Increased academic standards and accountability systems, 
2) School-to-work initiatives 
3) Individuals with Disabilities Education Act 
They continue to state that, if special needs services (including transition 
planning) are going to have an impact on standards-based education, special needs 
educators must be intimately involved throughout these reforms beginning at curriculum 
development and planning. In order for the private day schools that service students with 
emotional and behavioral disorders to provide effective transition services, it is necessary 
for them to begin a process improvement of analyzing a self-determination curriculum. 
Special Education Leadership 
With the teaching of self-determination skills more firmly in place through federal 
and state legislation and funding, the attention of special education administrators is now 
directed toward demonstrating program quality and effectiveness (Burello & Zadnick, 
(986). Sergiovanni (1984) argues that there are discriminating aspects at play, which 
differentiate excellence from competence in leadership and organizations. Leaders and 
organizations demonstrate competence when they are performing up to standards and 
students are exhibiting positive educational outcomes. A decision to implement a self-
determination skills curriculum provides for the excellence summarized by Sergiovanni 
(1984, p.S-6) as a school that helps students develop "a love of1earning, critical thinking 
and problem solving skills, aesthetic appreciation, curiosity and creativity, interpersonal 
competence, and so on". An excellent school provides for the whole student. Leaders 
of an excellent school will do everything in their power to attend to the developmental, 
physical, and social needs of their students (Sergiovanni, 1992). Assessing and 
evaluating the success of a self-determination curriculum provides leaders with the goal 
of achieving excellence in their school 
Swmnary 
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The primary purpose of this chapter was to introduce the topic of self-
determination. This chapter reviewed, as described in the research, the history of self-
determination, definitions of self-determination, theories of self-determination, models of 
self-detennination, instructional strategies and curricula for teaching self-determination, 
and self-determination as it relates to students with emotional disabilities. Although the 
definitions, models, and curricula differ in terminology or perspective, they share a 
common goal: giving a student with disabilities the opportunity to become self-
detennined. It is evident by the review of this literature that the self-determination of 
students with disabilities is a topic gaining momentum among researchers and 
practitioners in the field of disability services. Special education leaders need to evaluate 
the effects of teaching self-determination skills to students with emotional and behavioral 
disabilities as they attempt to achieve excellence in their schools. 
CHAPTER 3 
OVERVIEW OF METHODOLOGY 
1bis chapter intends to give a brief overview of the methodology. It is divided 
into these six sections: research design, participants and setting, materials, 
instrumentation, data collection. and data analysis. 
Research Design 
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1bis study sought to determine if students with emotional and behavioral 
disabilities in private day schools increase their knowledge of self-detennination over 
eight weeks of biweekly instruction. The Steps to Self-Detennination curriculum by 
Field and Hoffinan (1996) was used as an intervention. Pre- and post-tests were also 
given to determine if there is an increase in scores ftom the Self-Detennination 
Knowledge Scale (SDKS). The data was analyzed to detennine if there are differences in 
the characteristics of these adolescents as they relate to the scores. 
Participants and Setting 
The participants in the study were male and female youths who were placed in a 
private day school for students who have emotional and behavioral disabilities. 
Rivermont School, located in Roanoke, Virginia, offers a special education program for 
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children ages 6-17 who have difficulty Ieaming in a regular school setting. All of the 
students are placed in the private day school by the local education agency because their 
emotional and behavioral disabilities are too severe to handle in the less restrictive setting 
offered by a regular public school The primary goal ofRivermont School is "to help 
children manage their own behavior so they can return to regular school, graduate and 
become productive citizens" (Rivermont School brochure, 1998). Another goal is "to 
teach children how to make wise choices and live productively within their communities" 
(Rivermont School brochure, 1998). The school serves 60 students with 10 students in 
each classroom. There are two elementary, two middle, and two high school classrooms 
with a special education teacher and two mental health counselors in each classroom. 
The participants in this study will consist ofall the students in the high school and 
middle school classrooms. The grade range for these students is 7d1 through 12d1 and the 
age range is 14 years old-I 7 years old. Tests on the Brigance Inventory of Basic Skills 
show they function at a 151 through 8d1 grade level. There are 19 male and 2 female 
participants. The significance of students who have emotional and behavioral disabilities 
learning self-determination skills is discussed in Chapter 2. 1bese participants were 
chosen because of the convenient pool of students with emotional and behavioral 
disabilities located in the private day school. 
Each student was assigned a number by the staff. The numbers were assigned to 
each student randomly. The teachers retained the list that designated students' names 
with the corresponding numbers. The researcher was not provided with any personal 
student identifiers. This helped to ensure participant confidentiality. 
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Materials 
The Steps to Self-Determination by Field and Hoffinan (1995) was the program 
used to answer these research questions. There are four reasons that this curriculum was 
chosen. First, development, refinement and evaluation of this mode~ curriculum and 
assessment approach was supported over a four year period by the u.S. Department of 
Education, Office of Special Education and Rehabilitation Service. Second, there was a 
field test conducted using the Steps to Self-Determination curriculum (Field, 1995) which 
proved to have positive results. Curriculum field-test results indicated that there was a 
significant increase in correct responses on a Self-Determination Knowledge Scale (p = 
.002) after participating in the curriculum. In addition, observed behavior as measured by 
a Self-Detennination Observation Checklist showed a significant increase in student 
behaviors (p = .(00) that are correlates of self-determination after participating in the 
curriculum, there was no mention of the population that participated in this field study. 
Third, the Stp to Self-Detennination Curriculum is accompanied with a valid and 
reliable knowledge scale, making the collection of the data more accurate. Finally, the 
Field and Hoffinan (1994) self-determination model is established upon the four major 
theories of self-determination: cognitive evaluation theory (Deci & Ryan, 1985), self-
regulation theory (Whitman, 1990), self-efficacy theory (8andura, 1977), and the equal 
opportunity theory (Mitbaug, 1996). 
The curriculum is comprised of 16-sessions that utilize the self-determination 
model developed by Field and Hoflinan (1994). Each lesson takes approximately 55 
minutes to complete. In addition to the lessons, there is one 55-minute orientation 
session and one 6-bour workshop session. The curriculum was designed to be used 
with adolescents with and without disabilities (Field &. Hoffinan, 1996). As previously 
mentioned, it was field tested in two high schools in the mid-eastem United States on 
students with and without disabilities. The field test showed significant increase in the 
experimental group ~s level of self-detennination knowledge. The Instructor~s Guide 
contains lesson plans, transparency masters, and handout masters. The topics of each 
lesson are summarized in Table 3-1. The curriculum was implemented twice a week for 
an eight-week time period. 
Teacher Instruction on the Use of the Curriculum 
Teachers were provided with an overview of self-determination and how to 
implement the Steps to Self-Determination (Field &. Hoffinan, 1996) curriculum in the 
most effective manner. Instruction was provided in a half-day session at the facility. 
Instruction covered (a) learning the steps to be self-determined as indicated by the Field 
and Hoffinan (1994) model of self-determination, (b) learning the components of each 
step of becoming self-determined, (c) designing effective participant learning groups, (d) 
creating a cooperative and supportive learning climate, (e) teaching through ''teachable 
moments," (f) detennining the role of the teacher during instruction implementation and 
(h) completing the student data sheets. Instruction was presented in an informal method. 
The teachers were encouraged to ask questions during the presentation. The teachers 
were provided with a packet of information on self-determination, the teacher's 
curriculum manual, and student workbooks. The researcher covered all sources of 
information. The researcher continued to make contact with the teacher by phone or in 
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person at least twice a week to ensure instruction was being delivered correctly and to 
address any problems. 
Table 3-1. Summary of Topics Covered in Steps to Self-Determination curriculum 
Curriculum Session 
I. Orientation Session 
2. Workshop 
Topics Covered and Objectives 
Topic: 
Overview of CurriculwnlPlanning for the Workshop 
Objectives: 
A Participants will become familiar with the purpose and 
structure of the Steps to Self-Determination 
curriculum. 
B. Participants will select a friend, adult, or mentor to 
participate in the workshop with them and to support 
them through out the curriculum. 
Topics: 
A Getting to Koow Each Other 
B. Overview of Self-Determination 
C. Self-Awareness 
D. Self-Acceptance 
E. Rights and Responsibilities 
F. Accessing Support for Families and Friends 
G. Supporting the Self-Detennination of Others 
Objectives: 
A Participants will become acquainted with each other. 
B. Participants will demonstrate an understanding of the 
self-determination process. 
C. Students will identify two strengths and one weakness 
they have in the following areas: physical, mental, 
emotional, social and beliefs. 
D. Students will identify strengths they have developed in 
response to a perceived weakness. 
E. Students will list traits associated with the "ideal" self 
and will identify how those traits relate to their current 
self. 
F. Students will discriminate between a right and a 
responsibility. 
G. Students will identify their need for support form 
others in their lives and will identifY ways in which 
they can obtain that support. 
H. MentorlFriends will identifY how their roles will 
change, as students become more self-determined. 
I. MentorlFriends will identifY ways they can support 
students' self-determination. 
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3. Session One Topic: 
Dreaming to Open Possibilities 
Objectives: 
A Participants will be able to state how dreams can be 
used to help someone decide what he or she wants. 
B. Participants will identitY and verbalize some of their 
dreams. 
C. Participants will demonstrate active Iist~ skills. 
4. Session Two Topic: 
What is Important to Me? 
Objectives: 
A Participants will be able to state how dreams can be 
used to help someone decide what he or she wants. 
B. Participants will identifY and verbalize some of their 
dreams. 
C. Participants will demonstrate active listening skills. 
5. Session Three Topic: 
Creating Options for Long-Tenn Goals 
Objectives: 
A Students will be able to define the tenn goal. 
B. Students will demonstrate the ability to use 
"brainstonning" techniques. 
C. Students will generate a list of options for Iong-tenn 
goals. 
D. Students will identify their personal needs for taking 
care of themselves. 
6. Session Four Topic: 
Setting Goals 
Objectives: 
A. Students will identify their strengths and needs related 
to self-care. 
B. Students will select a long-term goal 
C. Students will write observable, measurable, achievable 
short-term goals. 
7. Session Five Topic: 
Choosing Short-Tenn Goals 
Objectives: 
A Students will identify one short-tenn goal that is 
related to their long-term goal, observable, 
measurable, and achievable. 
B. Students will identify steps tbat will help them achieve 
their short-term goal. 
C. Students will demonstrate active listening skills. 
D. Students will identify what they can do this week to 
make progress toward their short-tenn goal 
so 
8. Session Six Topic: 
Steps to Reach Short-Term Goals 
Objective: 
Students will identny steps that will help them achieve 
their short-term goal. 
9. Session Seven Topic: 
Planning Activities to Reach Short-Term Goals 
Objectives: 
A Students will identitY activities that will help them 
research their short-term goal. 
B. Students will identify what they can do this week to 
make progress toward their short-term goal. 
C. Students will demonstrate the ability to use 
brainstOl.uaial!; t~~ues. 
10. Session Eight Topic: 
Taking the First Step (Risk Taking) 
Objectives: 
A. Students will be able to apply the self-determination 
model to their experiences. 
B. Students will identify the first action they want to take 
to work toward their short-term goal. 
C. Students will be able to descn"be the process of 
mentally rehearsing their planned actions. 
D. Students will identify the potential results of their 
planned actions. 
II. Session Nine Topic: 
Creative Barrier Breaking 
Objectives: 
A Students will state to the group the results of the 
actions they took to meet goals. 
B. Students will demonstrate awareness of the concepts-
barriers and creativity. 
C. Students will identify the next steps they want to take 
to achieve their short-term goals. 
D. Students will identify potential results of planned 
actions. 
12. Session Ten Topic: 
A Little Help from My Friend (The Power of Group in 
Solving Problerm) 
Objectives: 
A Students will demonstrate the awareness of the 
"synergy" metor. 
B. Students will identify what they can do this week to 
continue progress toward their short-term goal 
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13. Session Eleven Topic: 
Journey to Selt:Determination (Role Models: Disabilities 
and Self-Determination) 
Objectives: 
A. Students will conduct a dialogue with an individual 
who has a disability about the process of becoming 
self-determined. 
B. Students will identifY what they can do this week to 
make progress toward their short-term goal. 
14. Session Twelve Topic: 
Assertive Communication I 
Objectives: 
A. Students will identitY the results of the actions they 
took previously to be self-detennined. 
B. Students will discriminate between passive, assertive, 
and aggressive communication. 
c. Students will identifY what they can do this week to 
make progress toward their short-term ~oal. 
15. Session Thirteen Topic: 
Assertive Communication II 
Objectives: 
A. Students will identitY the results of the actions they 
took previously to be self-detennined. 
B. Students will be able to discriminate between passive, 
assertive, and aggressive communication. 
c. Students will identifY what they can do this week to 
make progress toward their short-term goal. 
16. Session Fourteen Topic: 
Negotiation 
Objectives: 
A. Students will identitY the results of the actions they 
took previously to be self-determined. 
B. Students will negotiate a '~-win" solution. 
17. Session Fifteen Topic: 
Contlict Resolution 
Objectives: 
A. Students will identifY the results of the actions they 
took previously to be self-detennined. 
B. Students will demonstrate resolving conflict through 
~otiation. 
18. Session Sixteen Topic: 
Where Do We Go from Here? 
Objectives: 
A. Students will recall key concepts in self-
detennination. 
B. Students will write ideas for continued self-
detennination. 
Instrumentation 
The SDKS-pre and SDKS-post (Appendix A) are 37-item structured response 
instruments designed to assess the student's cognitive knowledge of self-determination 
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skills. Approximately 1/3 of the items are in true-talse fonnat and the balance is 3-choice 
multiple-choice questions. The reading level for these inmuments is approximately fifth 
grade, enabling their use with students who have mild-moderate cognitive disabilities. 
The Cronbach alpha internal consistency reliability estimate for the SDKS is 
approximately .85. Content validity was based on the blueprint approach to test 
construction and on expertise provided by multiple state and national review panels 
consisting of individuals with disabilities, parents of persons with disabilities, educators 
in special education, adult service providers, researchers, and employers. The students 
were given Form A for the pre-test and Form B for the post-test. 
Data Collection 
Student assessment on the SDKS followed a standardized format. Teachers at the 
filcility administered the pre- and post-Self-Determination Knowledge Scale. The scales 
measure the participants' self-determination knowledge. Teachers were instructed on 
how to administer the pre- and posttests by the researcher. The teacher administered the 
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pretests and posttests to the entire population in the experimental group. To ensure that 
all students understand the directions and questions to the SDKS, the tests were orally 
read to them with the actual test in front of each participant. Participants were given as 
much time as necessary to complete each assessment. The researcher scored all pretests 
and posttests. 
Data Analysis 
The SDKS pre and post assessments were analyzed using descriptive statistics. 
The SDKS pre and SDKS post itelm were paired according to the topic so that each test 
question and the specific curriculum areas could be analyzed (Table 3-2). Charts were 
created for each of the 37 items on the assessments to determine if the students were able 
to gain knowledge in specific areas of the self-detennination curriculum. The charts also 
contain the students' gender, reading level, and grade level for each item to determine if 
there were any similarities across the adolescents' characteristics. The charts were 
carefully analyzed to detennine if there were any trends or similarities on each test item 
on the SDKS and to determine if there were any similarities across the adolescents as 
they relate to the test scores. 
Table 3-2. Pre SDKS (Form A) and Post SDKS (Form B) Paired Test Items 
Item II Form A QUestioD Form B QuestioD 
1 1. A goal is a statement of what you 11. Which of the following is an 
want to achieve. True or False example of a goal? 
a wish I were shorter 
h. get a job at the pet store 
c. join the track team 
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2 2. When brainstonning, you list only I. The purpose ofbraiostorming is to 
the first option that comes to your list only those ideas that are good. True 
mind. True or False of False 
3 3. Usually, an individual can 4. More solutions to a problem can 
generate more creative solutions to a usually be generated by a group that by 
problem that can a group. True or an individual True or False 
False 
4 4. You have the right to decide your 4. You have the right to attend high 
career interest and the responsibility school and the responsibility to do your 
to seek appropriate training. True or best. True or False 
False 
5 5. Responsibilities are things you are 25. A right is 
obligated to do. True or False a. something guaranteed by law 
b. something that is expected of you by 
friends 
c. something that you want to do very 
badly 
6 6. Increasing self-awareness will 5. Dreams can be used to help you 
help you decide what is important to decide what is important to you. True 
you. True or False or False 
7 7. You should stick to your plan 6. You should consider changing your 
even if there might be negative plan if you anticipate negative results. 
consequences. True or False True or False. 
8 8. A good way of dealing with 7. A good way of dealing with 
criticism may be to consider who is criticism may be to respond with 
giving it before taking action. True humor. True or fhlse. 
or False 
9 9. You should change your goal if 9. If you want to get good grades, you 
you do not reach it on the first try. should make it a habit to stay up all 
True or False. night to study. True or False 
10 10. A good reason for taking care of 8. It is OK to try more than once to get 
yourselfis to give you the strength to what you want. True of False 
reach your goals. True or False 
II II. Pat's dreams suggest these 10. Pat's dreams suggest these interests 
interests and skills: enjoys animals, and skills: enjoys animals, is good at 
is good at helping others, likes helping others, likes science. Which of 
science. Which of the following is the following is the least likely goal for 
the least likely goal for Pat? Pat? 
a. wish I were shorter a. wish I were shorter 
b. get a job at the pet store h. get a job at the pet store 
c. join the track team c. join the track team 
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12 12. People who are self-detennjned 22. People who are self-determined 
value themselv~ make informed make informed decisions about what 
decisions about what they want, and they want, value themselves, and 
a. always do what their best friend a. act on their plans 
does b. refuse to take any risks 
b. plan to achieve their goals c. always do what others expect of 
c. give up if things are too bard them 
13 13. Saljoined the chess team at the 13. Chris' best fiiendjoined the swim 
urging of the teacher even though Sal team so Chris also signed up for the 
can't think of a good reason for doing team, even though Chris bates the 
so. Is Sal being self-determined? Yes water. Is Chris being self-determined? 
or No Yes or NO 
14 14. Bill likes to dance and enters a 14. Sue doesn't want to go to college 
contest. Bob has collected stamps for because a friend thinks it is a waste of 
years but is not sure wby. Who is time. Sally takes baby sitting jobs 
more self-determined? Bill or Bob because she wants to earn money to 
buy a stereo. Who is more selt: 
determined? Sue or Sally 
15 15. Which of the following is the 30. To be self-determined, what is 
most important area of the selfin most important to know in the mental, 
being self-determined? physical, social, emotional, and belief 
a. political affiliation areas? 
b. fashion preference a. your strengths and weaknesses 
c. emotional well-being b. your friend's strengths and 
weaknesses 
c. your opponent's strengths and 
weaknesses 
16 16. Because of poor spelling skills, 17. Because of poor math skills, Eric 
Mia has become very good at using has become very good at suing the 
the dictionary this is an example of calculator. This is an example of 
a. giving up a. developing a strength to cope with a 
b. developing a strength to cope with weakness 
a weakness b. firiling to accept her responsibility as 
c. failing to accept her responsibility a student 
as a student c. giving up 
17 17. Which of the following is a key 12. Which of the following are 
skill in active listening? elements of active listening? 
a. plan what you are going to say a. listen carefully and argue points of 
next while listening difference as you hear them 
b. prove you are listening by b. listen carefully and constantly nod 
interrupting when you hear your head 
something you disagree with c. listen carefully and do not make 
c. tell the speaker what you heard jud 
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18 18. Which of the following are 21. Which of the following is a key 
elements of active listening? skill in active listening? 
a. suspend judgment and give a. obtain feedback from speaker that 
feedback on what you heard you correctly understood what was said 
b. interrupt if you disagree b. correct the grammar of the person 
c. smile and continuously nod your who is speaking 
head c. ~ with what the person is saying 
19 19. You listen carefully to the 19. Wbichofthe following is the least 
speaker and tell what you think was appropriate short-term goal for Rosie? 
said. Is this an example of active a. apply for financial aid 
listening? Yes or No b. work for the school newspaper 
c. learn how to re~ a bicycle 
20 20. Before giving a speech to the 27. Before each dive, TIDl spends time 
class, Cassandra imagines speaking imagining performing a perfect dive. Is 
clearly and effectively. Is this an this an appropriate activity ifbe wants 
appropriate activity if she wants to to become a better diver? Yes or No 
become a better speaker? Yes or No 
21 21. Which one of the following 18. Which one of the following 
demonstrates Rosie finding a strength demonstrates Rosie finding a strength 
in a perceived weakness? in a perceived weakness? 
a. Rosie doesn't like to think of a. She angers easily, but she bas fair 
herself as pushy, but it helps her get writing skills 
what she wants b. She is insecure, but her insecurity 
b. Rosie has poor math skills, but she has led her to be sensitive to others 
has good health c. She has poor math skills, but she has 
c. Rosie is well-liked, but she is a clear sense of right and wrong 
slow runner 
22 22. Which of the following is the 20. Is working for a lawn service in the 
most appropriate short-term goal for summer so she will not be bored an 
Rosie (see short story)? appropriate short-term goal for Rosie? 
a. improve her grade in English this Yes or No 
semester 
b. complete her stamp collection 
c. win a prize at the art fair 
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23 23. Which of the following are key 3. A "win-win" solution occurs when 
steps in negotiating a "win-win" both people feel that the solution 
solution to a problem? benefits them. True or False 
A ask what the other person thinks 
about the problem and how to solve it 
B. ask what the other person thinks 
about the problem and be convincing 
that you have the better solution 
c. ask what the other person thinks 
about the problem and pleasantly, but 
forcefully, insist on your solution 
24 24. Which of the following is the 23. Which of the following are key 
best reason for negotiating "win-win" steps in negotiating a ''win-win" 
solutions? solution to a problem? 
A. You always get what you want. A Insist on expressing your view first. 
B. You reach many of your goals B. Both sides state solutions to the 
while building relationships with problem and together select one that 
others. will meet the needs of both of them. 
c. You won't get what you want, but C. Ask what the other person thinks 
at least you make ftiends. about the problem first, and then insist 
on your solution. 
25 25. Consider the eight items listed 15. Consider the eight items listed 
below: I. know yourself, 2. follow below: I. value yourself, 2. learn from 
the leader, 3. value yourself, 4. make you actions, 3. be aggressive, 4. always 
a p~ 5. hide your w~ 6. be the leader,S. act on your plan, 6. 
learn from your actions, 7. act on know yourself, 7. be argumentative, 8. 
your plan, 8. avoid conflict. Which make a plan. Which of the five items 
of the five items best descnbes self- best descn"bes self-determination? 
determination? 
26 26. Who compared the outcome to 34. Who compared the outcome to 
what he expected? Mike or Eric what she expected? Tina or Abby 
27 27. Who judged how he performed? 35. Who judged how she performed? 
Mike or Eric Tina or Abby 
28 28. Who enjoyed his success? Mike 36. Who enjoyed her success? Tina or 
or Eric AtJby 
29 29. Who made an adjustment based 37. Who made an adjustment based on 
on what he learned? Mike or Eric what she learned? Tina or Abby 
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30 30. Ian sees her ideal self as being 24. A reason wby it a; important to 
trim and athletic. She is about 30 think about your ideal self a; that it 
pounds overweight and a; in poor A tells you something about who you 
physical shape. Which of the are 
following ways of using her ideal self 8. helps you find your mults 
could help her to be more self- c. helps you compare yourself to 
determined? others 
A change her views about her ideal 
self 
8. use her ideal self to help her 
understand what is important to her 
c. ask someone else ifher ideal self 
is acceptable 
31 31. Sam bas a short-term goal to lose 26. You want to improve your grade to 
5 pounds by the end of the month. a B in math for the next grading period. 
Which of the following would be Which of the following is 1east likely to 
most likely to help him meet his help you meet this goal? 
short-term goal? A Arrange to study with a classmate 
A jog every morning for half an who is good in math. 
hour B. log around the track every morning 
8. plan to join the health club next for half an hour. 
summer C. Tell the teacher about your plan to 
C. consider taking a nutrition class improve your math skills. 
next semester 
32 32. Steve wants to buy a good used 28. loan wants to get a part-time job 
car, but he knows little about cars. but bas not been able to decide if she 
Which of the following is most likely should do so. Which of the following 
to help meet this goal? is most likely to help her make a good 
A think about the car decision? 
8. have a mechanic look at the car A think about it some more 
C. buy the car ifhe can afford it B. talk with a counselor or teacher 
about it 
C. take the first job offered to her 
33 33. It is important to predict possible 29. Before taking action, it is important 
results of actions because to 
A. it helps you decide whether or not A tell your friend about it 
to go ahead 8. listen carefully and constantly nod 
8. it helps you know your strengths your head 
and weaknesses C. consider the possible results 
C. it helps you communicate 
assertively 
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34 34. When you encounter a barrier to 16. When you encounter a barrier to 
achieving your goal, the best thing to achieving your goal, the best thing to 
do is do next is 
A discard your goal A change your goal 
B. find a creative way to get around B. wait a month and try again 
it C. consider a different solution 
C. just keep trying 
35 35. Who is using passive 31. Who is using passive 
communication? communication? 
a. Terry a. Terry 
b. the counselor b. the friend 
c. the teacher c. the police officer 
36 36. Who is using assertive 32. Who is using assertive 
communication? communication? 
a. Terry a. Terry 
b. the counselor b. the friend 
c. the teacher c. the police officer 
37 37. Who is using aggressive 33. Who is using aggressive 
communication? communication? 
a. Terry a. Terry 
b. the counselor b. the friend 
c. the teacher c. the police officer 
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CHAPTER 4 
RESULTS 
In Chapter 4, the results regarding the investigation of the self-determination 
knowledge of adolescents with emotional disabilities in a private day setting are reported. 
These results are directly related to the questions posed in Chapter I. This chapter is 
divided into two sections. Those sections include a summary of descriptive and 
demographic participant data and the results related to the research questions addressed in 
the study. 
Summary of Descriptive and Demographic Participant Data 
The first section is a summary of the descriptive and demographic participant data 
coUected in this study. Those areas include the participants' (a) Gender, (b) Grade, (c) 
and Reading Level Table 4-1 provides the gender, grade, and reading level of the 
students. 
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Table 4-1. Gender. Grade. and Reading Level of Participants 
Student Gender Grade Reading 
NUDlber Level 
1 male 8 2 
2 male 8 3 
3 male 8 2 
4 male 8 5 
5 male 8 3 
6 male 8 5 
1 male 8 6 
8 female 9 5 
9 male 8 4 
10 female 9 1 
11 male 10 1 
12 male II 1 
13 male 9 8 
14 male 10 4 
15 male 12 2 
16 male 9 1 
11 male 10 6 
18 male 1 1 
19 male 1 1 
20 male 1 8 
21 male 6 1 
Results Related to the Research Questions 
This section presents the research questions and the data required to answer each 
question. Two specific research questions were formulated prior to conducting the study. 
The results of the two specific research questions are provided below. 
Research Question # 1 
Research question 1 was previously stated as follows: "Are there differences 
between pre- and post-assessments on each of the 31 Self-Determination Knowledge 
Scale itetm"? In order to answer research question I, pre and post test scores on each 
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item were determined and scores were observed in order to examine change on each 
item. Table 4-2 presents the data to answer question I for item I. 
Table 4-2. Item I 
StudeDt Pre Post DifI'ereDft Readiag Grade GeDder 
Level 
I I I 0 2 8 Male 
2 I I 0 3 8 Male 
3 1 0 -I 2 8 Male 
4 I 1 0 5 8 Male 
5 I I 0 3 8 Male 
6 I I 0 5 8 Male 
7 I 0 -I 6 8 Female 
8 I I 0 5 9 Male 
9 I I 0 4 8 Female 
10 0 0 0 7 9 Male 
II I I 0 7 10 Male 
12 I I 0 I II Male 
13 I 1 0 8 9 Male 
14 0 0 0 4 10 Male 
15 0 0 0 2 12 Male 
16 I I 0 7 9 Male 
17 I 0 -1 6 10 Male 
18 I 0 -I 1 7 Male 
19 I 1 0 7 7 Male 
20 I I 0 8 7 Male 
21 0 I +1 7 6 Male 
Of the twenty-one students, seventeen demonstrated pretest knowledge while four 
did not. Of the seventeen who demonstrated pretest knowledge, thirteen demonstrated 
the same knowledge on the posttest. Four demonstrated knowledge loss. Of the four 
who did not demonstrate knowledge on the pretest, one gained knowledge on the posttest. 
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Table 4-3 presents the data to answer question 1 for item 2. 
Table 4-3. Item 2 
StudeDt Pre Post Difl'ereDft Readiag Grade GeDder 
Level 
1 0 1 +1 2 8 Male 
2 I 0 -1 3 8 Male 
3 I I 0 2 8 Male 
4 0 0 0 5 8 Male 
5 I 0 -I 3 8 Male 
6 I I 0 5 8 Male 
7 0 1 +1 6 8 Male 
8 I 1 0 5 9 Female 
9 1 1 0 4 8 Male 
10 I 0 -I 7 9 Female 
II I 1 0 7 10 Male 
12 I 0 -1 I II Male 
13 I 1 0 8 9 Male 
14 I I 0 4 10 Male 
15 I I 0 2 12 Male 
16 1 0 -I 7 9 Male 
17 I 0 -I 6 10 Male 
18 I 0 -I 1 7 Male 
19 0 0 0 7 7 Male 
20 I 1 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, sixteen demonstrated pretest knowledge while five 
did not. Of the sixteen who demonstrated pretest knowledge, only nine demonstrated the 
same knowledge on the posttest. Seven demonstrated knowledge loss. Of the five who 
did not demonstrate knowledge on the pretest, two gained knowledge on the posttest. 
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Table 4-4 presents the data to answer question I for item 3. 
Table 4-4. Item 3 
Stadent Pre Post Difl'ernft Readiag Grade Gender 
Level 
I I I 0 2 8 Male 
2 I 0 -I 3 8 Male 
3 I 0 -I 2 8 Male 
4 0 I +1 5 8 Male 
5 I 0 -I 3 8 Male 
6 I I 0 5 8 Male 
7 I I 0 6 8 Male 
8 I 1 0 5 9 Female 
9 0 I +1 4 8 Male 
10 1 I 0 7 9 Female 
II 0 0 0 7 10 Male 
12 I 0 -I 1 II Male 
13 1 I 0 8 9 Male 
14 0 0 0 4 10 Male 
15 1 1 0 2 12 Male 
16 1 1 0 7 9 Male 
17 0 0 0 6 10 Male 
18 0 0 0 1 1 Male 
19 1 1 0 7 1 Male 
20 1 1 0 8 7 Male 
21 0 1 +1 7 6 Male 
Of the twenty-one students, fourteen demonstrated pretest knowledge while seven 
did not. Of the fourteen who demonstrated pretest knowledge, only ten demonstrated the 
same knowledge on the posttest. Four demonstrated knowledge loss. Of the seven who 
did not demonstrate knowledge on the pretest, only three gained knowledge on the 
posttest. 
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Table 4-5 presents the data to answer question 1 for item 4. 
Table 4-5. Item 4 
Student Pre Post DifI'erence Reading Grade Gender 
Level 
1 1 0 -I 2 8 Male 
2 0 0 0 3 8 Male 
3 I 1 0 2 8 Male 
4 I I 0 5 8 Male 
5 I I 0 3 8 Male 
6 I I 0 5 8 Male 
7 I I 0 6 8 Male 
8 1 I 0 5 9 Female 
9 1 1 0 4 8 Male 
10 1 1 0 7 9 Female 
II 1 0 -I 7 10 Male 
12 0 1 +1 I II Male 
13 1 1 0 8 9 Male 
14 0 0 0 4 10 Male 
15 I I 0 2 12 Male 
16 I 1 0 7 9 Male 
17 1 1 0 6 10 Male 
18 0 1 +1 1 7 Male 
19 I 0 -I 7 7 Male 
20 0 1 +1 8 7 Male 
21 0 1 +1 7 6 Male 
Of the twenty-one students, fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, twelve demonstrated the same 
knowledge on the posttest. Three demonstrated knowledge loss. Of the six who did not 
demonstrate knowledge on the pretest, four gained knowledge on the posttest. 
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Table 4-6 presents the data to amwer question 1 for item S. 
Table 4-6. Item 5 
Studeat Pre Post DifI'eftDft Readiag Grade GeDder 
Level 
1 1 1 0 2 8 Male 
2 0 0 0 3 8 Male 
3 I 1 0 2 8 Male 
4 I 1 0 5 8 Male 
5 I 1 0 3 8 Male 
6 I I 0 5 8 Male 
7 0 I +1 6 8 Male 
8 I 1 0 5 9 Female 
9 I 1 0 4 8 Male 
10 0 I +1 7 9 Female 
II 1 1 0 7 10 Male 
12 0 0 0 1 II Male 
13 I 0 
-I 8 9 Male 
14 0 0 0 4 10 Male 
IS 0 1 +1 2 12 Male 
16 1 I 0 7 9 Male 
17 0 0 0 6 10 Male 
18 0 I +1 I 7 Male 
19 I I 0 7 7 Male 
20 I I 0 8 7 Male 
21 I 0 -I 7 6 Male 
Of the twenty-one students, thirteen demonstrated pretest knowledge wbiIe eight 
did not. Of the thirteen who demonstrated pretest knowledge, eleven demonstrated the 
same knowledge on the posttest. Two demonstrated knowledge loss. Of the eight who 
did not demonstrate knowledge on the pretest, four gained knowledge on the posttest. 
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Table 4-7 presents the data to amwer question I for item 6. 
Table 4-7. Item 6 
StadeDt Pre Post OiffereDft Readiag Grade GeDder 
Level 
I I 0 +1 2 8 Male 
2 0 0 0 3 8 Male 
3 1 I 0 2 8 Male 
4 I I 0 5 8 Male 
5 0 I +1 3 8 Male 
6 I 0 -I 5 8 Male 
7 I 0 -I 6 8 Male 
8 I 1 0 5 9 Female 
9 I 0 -I 4 8 Male 
10 0 0 0 7 9 Female 
11 I 0 -1 7 10 Male 
12 0 0 0 I 11 Male 
13 0 I +1 8 9 Male 
14 0 1 +1 4 10 Male 
15 I 0 -1 2 12 Male 
16 0 1 +1 7 9 Male 
17 0 I +1 6 10 Male 
18 1 0 -1 1 7 Male 
19 I 1 0 7 7 Male 
20 1 1 0 8 7 Male 
21 I I 0 7 6 Male 
Of the twenty-one students, thirteen demonstrated pretest knowledge while eight 
did not. Of the thirteen who demonstrated pretest knowledge, only eight demonstrated 
the same knowledge on the posttest. Five demonstrated knowledge loss. Of the eight 
who did not demonstrate knowledge on the pretest, six gained knowledge on the posttest. 
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Table 4-8 presents the data to answer question 1 for item 7. 
Table 4-8. Item 7 
Stadent Pre Post Difl'erencc Readiag Grade Gender 
Level 
1 1 1 0 2 8 Male 
2 1 0 -1 3 8 Male 
3 1 1 0 2 8 Male 
4 0 0 0 5 8 Male 
5 1 0 -1 3 8 Male 
6 1 1 0 5 8 Male 
7 0 0 0 6 8 Male 
8 0 1 +1 5 9 Female 
9 1 0 -1 4 8 Male 
10 1 1 0 7 9 Female 
11 0 1 -1 7 10 Male 
12 1 1 0 1 11 Male 
13 0 1 +1 8 9 Male 
14 1 0 -1 4 10 Male 
15 1 1 0 2 12 Male 
16 1 1 0 7 9 Male 
17 0 0 0 6 10 Male 
18 1 0 -1 1 7 Male 
19 1 1 0 7 7 Male 
20 1 1 0 8 7 Male 
21 1 1 0 7 6 Male 
Of the twenty-one students, fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, only nine demonstrated the 
same knowledge on the posttest. Six demonstrated knowledge loss. Of the six who did 
not demonstrate knowledge on the pretest, two gained knowledge on the posttest. 
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Table 4-9 presents the data to answer question I for item 8. 
Table 4-9. Item 8 
Student Pre Post Difference Reading Grade Gender 
Level 
I I I 0 2 8 Male 
2 0 0 0 3 8 Male 
3 I 0 -I 2 8 Male 
4 I I 0 5 8 Male 
5 0 I +1 3 8 Male 
6 I I 0 5 8 Male 
7 I I 0 6 8 Male 
8 0 I +1 5 9 Female 
9 I I 0 4 8 Male 
10 I 0 -I 7 9 Female 
II I I 0 7 10 Male 
12 I I 0 I II Male 
13 I I 0 8 9 Male 
14 0 0 0 4 10 Male 
15 0 0 0 2 12 Male 
16 I I 0 7 9 Male 
17 1 0 -I 6 10 Male 
18 1 0 -I I 7 Male 
19 I I 0 7 7 Male 
20 1 I 0 8 7 Male 
21 0 1 +1 7 6 Male 
Of the twenty-one student~ fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, eleven demonstrated the same 
knowledge on the posttest. Four demonstrated knowledge loss. Of the six who did not 
demonstrate knowledge on the pretest, three gained knowledge on the posttest. 
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Table 4-10 presents the data to answer question 1 for item 9. 
Table 4-10. Item 9 
StudeDt Pre Post DifI'ereaee Readiag Grade Geader 
Level 
1 1 0 -1 2 8 Male 
2 I 1 0 3 8 Male 
3 1 1 0 2 8 Male 
4 1 I 0 5 8 Male 
5 0 0 0 3 8 Male 
6 1 0 -1 5 8 Male 
7 0 1 +1 6 8 Male 
8 1 I 0 5 9 Female 
9 I 0 -1 4 8 Male 
10 0 I +1 7 9 Female 
II 1 I 0 7 10 Male 
12 1 I 0 1 II Male 
13 1 0 -I 8 9 Male 
14 1 I 0 4 10 Male 
15 0 0 0 2 12 Male 
16 1 0 -1 7 9 Male 
17 1 1 0 6 10 Male 
18 0 I +1 1 7 Male 
19 I 1 0 7 7 Male 
20 1 0 -I 8 7 Male 
21 I 0 -I 7 6 Male 
Of the twenty-one students, sixteen demonstrated pretest knowledge while five 
did not. Of the sixteen who demonstrated pretest knowledge, only nine demonstrated the 
same knowledge on the posttest. Seven demonstrated knowledge loss. Of the five who 
did not demonstrate knowledge on the pretest, three gained knowledge on the posttest. 
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Table 4-11 presents the data to answer question I for item 10. 
Table 4-11. Item 10 
StadeDt Pre Post DiffereDee Radiag Grade GeDder 
Level 
I I 0 -I 2 8 Male 
2 0 0 0 3 8 Male 
3 I I 0 2 8 Male 
4 I I 0 5 8 Male 
5 I I 0 3 8 Male 
6 I I 0 5 8 Male 
7 1 I 0 6 8 Male 
8 I I 0 5 9 Female 
9 I I 0 4 8 Male 
10 I 0 -I 7 9 Female 
II I I 0 7 10 Male 
12 0 0 0 I II Male 
13 I I 0 8 9 Male 
14 0 I +1 4 10 Male 
15 I 0 -I 2 12 Male 
16 I I 0 7 9 Male 
17 0 I +1 6 10 Male 
18 0 0 0 I 7 Male 
19 I I 0 7 7 Male 
20 I 0 -I 8 7 Male 
21 I I 0 7 6 Male 
Of the twenty-one student~ sixteen demonstrated pretest knowledge while five 
did not. Of the sixteen who demonstrated pretest knowledge, twelve demonstrated the 
same knoWledge on the posttest. Four demonstrated knowledge loss. Of the five who 
did not demonstrate knowledge on the pretest, two gained knowledge on the posttest. 
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Table 4-12 presents the data to answer question 1 for item 11. 
Table 4-12. Item 11 
Student Pre Post DifI'erenft Reading Grade Gender 
Level 
1 1 0 -1 2 8 Male 
2 0 1 +1 3 8 Male 
3 1 0 -1 2 8 Male 
4 1 0 -1 5 8 Male 
5 0 0 0 3 8 Male 
6 0 0 0 5 8 Male 
7 0 0 0 6 8 Male 
8 0 0 0 5 9 Female 
9 I 0 -1 4 8 Male 
10 0 0 0 7 9 Female 
11 I 0 -I 7 10 Male 
12 0 0 0 1 11 Male 
13 I 0 -1 8 9 Male 
14 I 0 -I 4 10 Male 
15 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 0 0 0 6 10 Male 
18 1 I 0 1 7 Male 
19 I 0 -1 7 7 Male 
20 1 1 0 8 7 Male 
21 0 I +1 7 6 Male 
Of the twenty-one students, ten demonstrated pretest knowledge while eleven did 
not. Of the ten who demonstrated pretest knowledge, only two demonstrated the same 
knowledge on the posttest. Eight demonstrated knoWledge loss. Of tile eleven who did 
not demonstrate knowledge on the pretest, only two gained knowledge on the posttest. 
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Table 4-13 presents the data to answer question 1 for item 12. 
Table 4-13. Item 12 
StudeDt pft Post DifI'eftDu Reading Grade GeDder 
Level 
I 1 1 0 2 8 Male 
2 0 I +1 3 8 Male 
3 I I 0 2 8 Male 
4 1 I 0 5 8 Male 
5 0 0 0 3 8 Male 
6 I I 0 5 8 Male 
7 I 1 0 6 8 Male 
8 1 I 0 5 9 Female 
9 I I 0 4 8 Male 
10 I I 0 7 9 Female 
II 1 I 0 7 10 Male 
12 0 0 0 I II Male 
13 I 0 -I 8 9 Male 
14 I 0 -I 4 10 Male 
15 1 0 -I 2 12 Male 
16 0 1 +1 7 9 Male 
17 I I 0 6 10 Male 
18 0 0 0 I 7 Male 
19 1 I 0 7 7 Male 
20 1 1 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, twelve demonstrated the same 
knowledge on the posttest. Three demonstrated knowledge loss. Of the six who did not 
demonstrate knowledge on the pretest, two gained knowledge on the posttest. 
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Table 4-14 presents the data to answer question I for item 13. 
Table 4-14. Item 13 
StudeDt Pre Post DiffereDce Readiag Grade GeDder 
Level 
I I 0 -I 2 8 Male 
2 I I 0 3 8 Male 
3 0 0 0 2 8 Male 
4 I I 0 5 8 Male 
5 0 0 0 3 8 Male 
6 I 0 -I 5 8 Male 
7 0 0 0 6 8 Male 
8 I I 0 5 9 Female 
9 I I 0 4 8 Male 
10 0 0 0 7 9 Female 
II I I 0 7 10 Male 
12 I I 0 I II Male 
13 I I 0 8 9 Male 
14 0 I +1 4 10 Male 
15 I 0 -I 2 12 Male 
16 I 0 -I 7 9 Male 
17 I I 0 6 10 Male 
18 0 I +1 I 7 Male 
19 0 1 +1 7 7 Male 
20 I I 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one student~ thirteen demonstrated pretest knowledge while eight 
did not. Of the thirteen who demonstrated pretest knowledge, only nine demonstrated the 
same knowledge on the posttest. Four demonstrated knowledge loss. Of the eight who 
did not demonstrate knowledge on the pretest, three gained knowledge on the posttest. 
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Table 4-15 presents the data to answer question 1 for item 14. 
Table 4-15. Item 14 
StadeDt Pre Post DifI'ereDft ReadiDg Grade GeDder 
Level 
1 1 0 -1 2 8 Male 
2 1 0 -1 3 8 Male 
3 1 0 -1 2 8 Male 
4 1 1 0 5 8 Male 
5 0 1 +1 3 8 Male 
6 1 1 0 5 8 Male 
7 0 0 0 6 8 Male 
8 1 1 0 5 9 Female 
9 1 0 -1 4 8 Male 
10 I 1 0 7 9 Female 
II I I 0 7 10 Male 
12 I 0 -I I II Male 
13 I I 0 8 9 Male 
14 I I 0 4 10 Male 
15 0 I +1 2 12 Male 
16 I I 0 7 9 Male 
17 I I 0 6 10 Male 
18 I 0 -I I 7 Male 
19 I I 0 7 7 Male 
20 I 1 0 8 7 Male 
21 0 1 +1 7 6 Male 
Of the twenty-one students, seventeen demonstrated pretest knowledge while four 
did not. Of the seventeen who demonstrated pretest knowledge, only eleven 
demonstrated the same knowledge on the posttest. Six demonstrated knowledge loss. Of 
the four who did not demonstrate knowledge on the pretest, three gained knowledge on 
the posttest. 
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Table 4-16 presents the data to answer question I for item IS. 
Table 4-16. Item 15 
Student Pre Post Difference Reading Grade Gender 
Level 
1 I 0 -1 2 8 Male 
2 I I 0 3 8 Male 
3 I 0 -1 2 8 Male 
4 I I 0 5 8 Male 
5 0 0 0 3 8 Male 
6 I I 0 5 8 Male 
7 0 I +1 6 8 Male 
8 I I 0 5 9 Female 
9 I I 0 4 8 Male 
10 0 I +1 7 9 Female 
11 I I 0 7 10 Male 
12 I I 0 1 11 Male 
13 0 I +1 8 9 Male 
14 0 0 0 4 to Male 
15 I I 0 2 12 Male 
16 I 1 0 7 9 Male 
17 0 0 0 6 to Male 
18 1 0 -I 1 7 Male 
19 1 I 0 7 7 Male 
20 1 1 0 8 7 Male 
21 I 0 -1 7 6 Male 
Of the twenty-one students, fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, eleven demonstrated the same 
knoWledge on the posttest. Four demonstrated knowledge loss. Of the six who did not 
demonstrate knowledge on the pretest, three gained knowledge on the posttest. 
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Table 4-17 presents the data to answer question 1 for item 16. 
Table 4-17. Item 16 
Stadeat Pre Post DifI'ereaee Readiag Gnde Geader 
Level 
1 1 0 -1 2 8 Male 
2 1 0 -1 3 8 Male 
3 1 1 0 2 8 Male 
4 1 0 -1 5 8 Male 
5 0 0 0 3 8 Male 
6 1 1 0 5 8 Male 
7 1 1 0 6 8 Male 
8 1 1 0 5 9 Female 
9 1 1 0 4 8 Male 
10 0 1 +1 7 9 Female 
11 1 1 0 7 10 Male 
12 0 0 0 1 11 Male 
13 1 0 -1 8 9 Male 
14 1 0 -1 4 10 Male 
15 0 0 0 2 12 Male 
16 1 1 0 7 9 Male 
17 0 0 0 6 10 Male 
18 0 1 +1 1 7 Male 
19 1 1 0 7 7 Male 
20 0 0 0 8 7 Male 
21 0 1 -1 7 6 Male 
Of the twenty-one students, thirteen demonstrated pretest knowledge while eight 
did not. Of the thirteen who demonstrated pretest knowledge, only seven demonstrated 
the same knowledge on the posttest. Six demonstrated knowledge loss. Of the eight who 
did not demonstrate knowledge on the pretest, two gained knowledge on the posttest. 
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Table 4-18 presents the data to amwer question 1 for item 17. 
Table 4-18. Item 17 
StudeDt Pre Post Differnce ReadiDK Grade GeDder 
Level 
I 1 1 0 2 8 Male 
2 0 0 0 3 8 Male 
3 1 0 -1 2 8 Male 
4 0 0 0 5 8 Male 
5 0 1 +1 3 8 Male 
6 0 1 +1 5 8 Male 
7 1 0 -1 6 8 Male 
8 1 0 -1 5 9 Female 
9 0 0 0 4 8 Male 
10 0 1 +1 7 9 Female 
II 0 0 0 7 10 Male 
12 0 1 -1 1 II Male 
13 0 0 0 8 9 Male 
14 1 1 0 4 10 Male 
IS 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 1 0 -1 6 10 Male 
18 0 0 0 1 7 Male 
19 1 1 0 7 7 Male 
20 1 0 -1 8 7 Male 
21 0 1 +1 7 6 Male 
Of the twenty-one students, eight demonstrated pretest knowledge while thirteen 
did not. Of the eight who demonstrated pretest knowledge, only two demonstrated the 
same knowledge on the posttest. Six demonstrated knoWledge loss. Of the thirteen who 
did not demonstrate knowledge on the pretest, only four gained knowledge on the 
posttest. 
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Table 4-19 presents the data to answer question I for item 18. 
Table 4-19. Item 18 
Studeat Pre Post DifI'eftaft Readiag Grade Geader 
Level 
I I 0 -I 2 8 Male 
2 I 0 -I 3 8 Male 
3 I 0 -I 2 8 Male 
4 I 0 -I 5 8 Male 
5 0 0 0 3 8 Male 
6 I I 0 5 8 Male 
7 0 0 0 6 8 Male 
8 I I 0 5 9 Female 
9 I I 0 4 8 Male 
to 0 0 0 7 9 Female 
It 0 0 0 7 10 Male 
12 I 0 -I I II Male 
13 0 0 0 8 9 Male 
14 0 0 0 4 10 Male 
15 0 0 0 2 12 Male 
16 0 I +1 7 9 Male 
17 0 0 0 6 10 Male 
18 0 0 0 I 7 Male 
19 0 I +1 7 7 Male 
20 I 0 -I 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, nine demonstrated pretest knowledge while twelve 
did not. Of the nine who demonstrated pretest knowledge, only three demonstrated the 
same knowledge on the posttest. Six demonstrated knowledge loss. Of the twelve who 
did not demonstrate knowledge on the pretest, only two gained knowledge on the 
posttest. 
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Table 4-20 presents the data to amwer question I for item 19. 
Table 4-20. Item 19 
StadeDt Pre Post DifreftDft Reading Grade Geuder 
Level 
I 1 I 0 2 8 Male 
2 0 0 0 3 8 Male 
3 1 0 -1 2 8 Male 
4 1 0 -I 5 8 Male 
5 0 I +1 3 8 Male 
6 0 0 0 5 8 Male 
7 I 0 -I 6 8 Male 
8 1 1 0 5 9 Female 
9 I 0 -I 4 8 Male 
10 I 0 -I 7 9 Female 
II 0 0 0 7 10 Male 
12 0 0 0 I 11 Male 
13 0 0 0 8 9 Male 
14 I I 0 4 10 Male 
15 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 0 0 0 6 10 Male 
18 I 0 -I I 7 Male 
19 I 0 -I 7 7 Male 
20 I I 0 8 7 Male 
21 I 0 -I 7 6 Male 
Of the twenty-one students, twelve demonstrated pretest knowledge while nine 
did not. Of the twelve who demonstrated pretest knowledge, only three demonstrated the 
same knowledge on the posttest. Eight demonstrated knowledge loss. Of the nine who 
did not demonstrate knowledge on the pretest, only one gained knowledge on the 
posttest. 
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Table 4-21 presents the data to ~er question I for item 20. 
Table 4-21. Item 20 
Studeut Pre Post Difference Readiag Grade Geuder 
Level 
I I 1 0 2 8 Male 
2 1 1 0 3 8 Male 
3 I 1 0 2 8 Male 
4 I 1 0 5 8 Male 
5 1 1 0 3 8 Male 
6 I 1 0 5 8 Male 
7 I 0 -I 6 8 Male 
8 1 1 0 5 9 Female 
9 1 0 -I 4 8 Male 
10 1 1 0 7 9 Female 
II I 1 0 7 10 Male 
12 1 0 -I I II Male 
13 1 0 -I 8 9 Male 
14 0 1 +1 4 10 Male 
15 1 0 -I 2 12 Male 
16 1 1 0 7 9 Male 
17 0 1 +1 6 10 Male 
18 1 0 -I 1 7 Male 
19 1 1 0 7 7 Male 
20 1 0 -I 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one studen~ eighteen demonstrated pretest knowledge while three 
did not. Of the eighteen who demonstrated pretest knowledge, only eleven demonstrated 
the same knowledge on the posttest. Seven demonstrated knowledge loss. Of the three 
who did not demonstrate knowledge on the pretest, two gained knowledge on the 
posttest. 
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Table 4-22 presents the data to answer question 1 for item 21. 
Table 4-22. Item 21 
StudeDt Pre Post DifI"ereDce Readiag Grade GeDder 
Level 
I I 0 -I 2 8 Male 
2 0 I +1 3 8 Male 
3 I 0 -I 2 8 Male 
4 0 0 0 5 8 Male 
5 I 0 -I 3 8 Male 
6 0 0 0 5 8 Male 
7 0 0 0 6 8 Male 
8 0 0 0 5 9 Female 
9 I I 0 4 8 Male 
10 0 0 0 7 9 Female 
II I I 0 7 10 Male 
12 I 0 -I 1 II Male 
13 0 0 0 8 9 Male 
14 I I 0 4 10 Male 
15 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 I I 0 6 10 Male 
18 0 0 0 I 7 Male 
19 0 0 0 7 7 Male 
20 0 0 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, eight demonstrated pretest knowledge while thirteen 
did not. Of the eight who demonstrated pretest knowledge, four demonstrated the same 
knowledge on the posttest. Four demonstrated knowledge loss. Of the thirteen who did 
not demonstrate knowledge on the pretest, only one gained knowledge on the posttest. 
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Table 4-23 presents the data to answer question I for item 22. 
Table 4-23. Item 22 
StudeDt Pre Post DifrereDft Reading Gnde GeDder 
Level 
I 1 0 -I 2 8 Male 
2 0 I +1 3 8 Male 
3 1 I 0 2 8 Male 
4 1 I 0 S 8 Male 
S 1 I 0 3 8 Male 
6 1 0 -I S 8 Male 
7 0 I +1 6 8 Male 
8 1 1 0 S 9 Female 
9 1 1 0 4 8 Male 
10 0 0 0 7 9 Female 
II 1 1 0 7 to Male 
12 0 0 0 1 II Male 
13 1 0 -I 8 9 Male 
14 0 1 +1 4 10 Male 
IS 0 0 0 2 12 Male 
16 1 0 -I 7 9 Male 
17 0 0 0 6 10 Male 
18 0 0 0 I 7 Male 
19 1 0 -I 7 7 Male 
20 1 I 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, twelve demonstrated pretest knowledge while nine 
did not. Of the twelve who demonstrated pretest knowledge, seven demonstrated the 
same knowledge on the posttest. Five demonstrated knowledge loss. Of the nine who 
did not demonstrate knowledge on the pretest, only three gained knowledge on the 
posttest. 
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Table 4-24 presents the data to answer question I for item 23. 
Table 4-24. Item 23 
Student Pre Post Diff'erenft Reading Gnde Gender 
Level 
I I I 0 2 8 Male 
2 0 I +1 3 8 Male 
3 I I 0 2 8 Male 
4 0 I +1 5 8 Male 
5 0 I +1 3 8 Male 
6 I I 0 5 8 Male 
7 I I 0 6 8 Male 
8 I I 0 5 9 Female 
9 1 I 0 4 8 Male 
10 0 0 0 7 9 Female 
11 1 I 0 7 10 Male 
12 1 I 0 1 II Male 
13 0 I +1 8 9 Male 
14 1 I 0 4 10 Male 
15 1 I 0 2 12 Male 
16 0 I +1 7 9 Male 
17 0 0 0 6 to Male 
18 0 1 +1 I 7 Male 
19 1 I 0 7 7 Male 
20 1 I 0 8 7 Male 
21 0 I +1 7 6 Male 
Of the twenty-one students, twelve demonstrated pretest koowledge while nine 
did not. Of the twelve who demonstrated pretest knowledge, all twelve demonstrated the 
same koowledge on the posttest. Oftbe nine who did not demonstrate knowledge on the 
pretest, seven gained knowledge on the posttest. 
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Table 4-25 presents the data to answer question 1 for item 24. 
Table 4-25. Item 24 
StudeDt Pre Post Oifrereaee Readiag Gnde GeDder 
Level 
1 I I 0 2 8 Male 
2 0 0 0 3 8 Male 
3 I I 0 2 8 Male 
4 I 0 -I 5 8 Male 
5 0 0 0 3 8 Male 
6 1 I 0 5 8 Male 
7 0 0 0 6 8 Male 
8 I I 0 5 9 Female 
9 I I 0 4 8 Male 
10 I I 0 7 9 Female 
11 0 0 0 7 10 Male 
12 I 0 -I I II Male 
13 0 0 0 8 9 Male 
14 I I 0 4 10 Male 
15 0 I +1 2 12 Male 
16 0 0 0 7 9 Male 
17 I 0 -I 6 10 Male 
18 0 0 0 I 7 Male 
19 I 0 -1 7 7 Male 
20 I I 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, twelve demonstrated pretest knowledge while nine 
did not. Of the twelve who demonstrated pretest knowledge, only eight demonstrated the 
same knowledge on the posttest. Four demonstrated knowledge loss. Of the nine who 
did not demonstrate knowledge on the pretest, only one gained knowledge on the 
posttest. 
Table 4-26 presents the data to answer question 1 for item 25. 
Table 4-26. Item 25 
Student Pre Post DifI'erence Reading Grade Gender 
Level 
I I 1 0 2 8 Male 
2 0 0 0 3 8 Male 
3 1 0 -1 2 8 Male 
4 1 1 0 5 8 Male 
5 0 0 0 3 8 Male 
6 I 1 0 5 8 Male 
7 0 0 0 6 8 Male 
8 I 1 0 5 9 Female 
9 1 1 0 4 8 Male 
10 0 0 0 7 9 Female 
II 1 0 -I 7 to Male 
12 I I 0 1 11 Male 
13 1 1 0 8 9 Male 
14 1 0 -1 4 to Male 
15 0 0 0 2 12 Male 
16 I 0 -1 7 9 Male 
17 1 1 0 6 to Male 
18 0 0 0 I 7 Male 
19 1 1 0 7 7 Male 
20 I 1 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, fourteen demonstrated pretest knowledge while seven 
did not. Of the fourteen who demonstrated pretest knowledge, ten demonstrated the same 
knowledge on the posttest. Four demonstrated knowledge loss. Of the seven who did not 
demonstrate knowledge on the pretest, none of these students gained knowledge on the 
posttest. 
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Table 4-27 presents the data to answer question 1 for item 26. 
Table 4-27. Item 26 
Student Pre Post DifI'erenee Reading Grade Gender 
Level 
1 0 0 0 2 8 Male 
2 0 0 0 3 8 Male 
3 0 0 0 2 8 Male 
4 1 1 0 5 8 Male 
5 0 1 +1 3 8 Male 
6 1 1 0 5 8 Male 
7 0 0 0 6 8 Male 
8 1 1 0 5 9 Female 
9 1 0 -I 4 8 Male 
10 0 0 0 7 9 Female 
11 0 0 0 7 10 Male 
12 1 0 -I 1 II Male 
13 0 0 0 8 9 Male 
14 1 0 -I 4 10 Male 
15 0 0 0 2 12 Male 
16 1 1 0 7 9 Male 
17 1 0 -I 6 10 Male 
18 1 0 -I 1 7 Male 
19 1 1 0 7 7 Male 
20 1 1 0 8 7 Male 
21 1 0 
-I 7 6 Male 
Of the twenty-one students, twelve demonstrated pretest knowledge while nine 
did not. Of the twelve who demonstrated pretest knowledge, six demonstrated the same 
knowledge on the posttest. Six demonstrated knowledge loss. Of the nine who did not 
demonstrate knowledge on the pretest, only one gained knowledge on the posttest. 
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Table 4-28 presents the data to answer question I for item 27. 
Table 4-28. Item 27 
Student Pre Post Difference Readiag Gnde Gender 
Level 
I I 0 -I 2 8 Male 
2 I I 0 3 8 Male 
3 I 0 -I 2 8 Male 
4 I 0 -I 5 8 Male 
5 1 0 -I 3 8 Male 
6 I I 0 5 8 Male 
7 I 0 -I 6 8 Male 
8 1 1 0 5 9 Female 
9 I 1 +1 4 8 Male 
10 0 0 0 7 9 Female 
II 1 1 0 7 10 Male 
12 0 0 0 1 II Male 
13 0 0 0 8 9 Male 
14 1 1 0 4 10 Male 
15 0 1 +1 2 12 Male 
16 0 1 +1 7 9 Male 
17 0 1 +1 6 10 Male 
18 1 0 -I I 7 Male 
19 1 1 0 7 7 Male 
20 I I 0 8 7 Male 
21 1 1 0 7 6 Male 
Of the twenty-one students, fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, nine demonstrated the same 
knowledge on the posttest. Six demonstrated knowledge loss. Of the six who did not 
demonstrate knowledge on the pretest, four gained knowledge on the posttest. 
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Table 4-29 presents the data to answer question 1 for item 28. 
Table 4-29. Item 28 
Stadent Pre Post Difference Readiag Grade Gender 
Level 
1 1 0 -I 2 8 Male 
2 1 I 0 3 8 Male 
3 1 0 -I 2 8 Male 
4 1 0 -I 5 8 Male 
5 0 1 +I 3 8 Male 
6 1 I 0 5 8 Male 
7 1 I 0 6 8 Male 
8 I I 0 5 9 Female 
9 1 0 -I 4 8 Male 
10 1 0 -I 7 9 Female 
II I 0 -I 7 10 Male 
12 0 0 0 I II Male 
13 1 I 0 8 9 Male 
14 0 1 +1 4 10 Male 
15 0 I +1 2 12 Male 
16 I I 0 7 9 Male 
17 0 I +1 6 10 Male 
18 0 0 0 I 7 Male 
19 I 0 -I 7 7 Male 
20 I I 0 8 7 Male 
21 0 I -I 7 6 Male 
Of the twenty-one students, fourteen demonstrated pretest knowledge while seven 
did not. Of the fourteen who demonstrated pretest knowledge, only six demonstrated the 
same knowledge on the posttest. Eight demonstrated knowledge loss. Of the seven who 
did not demonstrate knowledge on the pretest, only two gained knowledge on the 
posttest. 
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Table 4-30 presents the data to answer question I for item 29. 
Table 4-30. Item 29 
Stadeat Pre Post DifI"ereaft Radial Grade Geader 
Level 
I I 0 -I 2 8 . Male 
2 1 I 0 3 8 Male 
3 0 0 0 2 8 Male 
4 I I 0 5 8 Male 
5 0 I +1 3 8 Male 
6 1 I 0 5 8 Male 
7 I 1 0 6 8 Male 
8 I I 0 5 9 Female 
9 I 0 -I 4 8 Male 
10 I I 0 7 9 Female 
II 1 1 0 7 10 Male 
12 I I 0 I II Male 
13 I 0 -I 8 9 Male 
14 1 1 0 4 10 Male 
15 0 1 +1 2 12 Male 
16 0 0 0 7 9 Male 
17 0 1 +1 6 10 Male 
18 0 0 0 1 7 Male 
19 1 1 0 7 7 Male 
20 1 I 0 8 7 Male 
21 0 1 -I 7 6 Male 
Of the twenty-one students, fourteen demonstrated pretest knowledge while seven 
did not. Of the fourteen who demonstrated pretest knowledge, ten demonstrated the same 
knowledge on the posttest. Four demonstrated knowledge loss. Of the seven who did not 
demonstrate knowledge on the pretest, three gained knowledge on the posttest. 
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Table 4-31 presents the data to answer question 1 for item 30. 
Table 4-31. Item 30 
Student Pre Post Diffennce Reading Grade Gender 
Level 
1 1 1 0 2 8 Male 
2 1 1 0 3 8 Male 
3 1 0 -I 2 8 Male 
4 1 0 -I 5 8 Male 
5 0 1 +1 3 8 Male 
6 1 I 0 5 8 Male 
7 0 0 0 6 8 Male 
8 1 1 0 5 9 Female 
9 0 0 0 4 8 Male 
10 1 1 0 7 9 Female 
11 0 0 0 7 10 Male 
12 0 1 +1 1 II Male 
13 0 0 0 8 9 Male 
14 0 1 +1 4 10 Male 
15 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 0 0 0 6 10 Male 
18 1 1 +1 I 7 Male 
19 I 0 -1 7 7 Male 
20 I 1 0 8 7 Male 
21 1 1 0 7 6 Male 
Of the twenty-one students, eleven demonstrated pretest knowledge while ten did 
not. Of the eleven who demonstrated pretest knowledge, eight demonstrated the same 
knowledge on the posttest. Three demomtrated knoWledge loss. Of the ten who did not 
demonstrate knowledge on the pretest, four gained knowledge on the posttest. 
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Table 4-32 presents the data to answer question 1 for item 31. 
Table 4-32. Item 31 
Student Pre Post DifI'erenft Readiag Grade Gender 
Level 
1 1 0 -I 2 8 Male 
2 0 1 -I 3 8 Male 
3 1 0 +1 2 8 Male 
4 1 1 0 5 8 Male 
5 1 0 -I 3 8 Male 
6 1 1 0 5 8 Male 
7 0 1 -1 6 8 Male 
8 1 1 0 5 9 Female 
9 1 0 -I 4 8 Male 
10 1 0 -1 7 9 Female 
11 1 0 -I 7 10 Male 
12 1 1 0 1 11 Male 
13 1 0 -I 8 9 Male 
14 1 1 0 4 10 Male 
15 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 1 0 -1 6 10 Male 
18 0 0 0 1 7 Male 
19 1 0 -1 7 7 Male 
20 1 0 -1 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who deDKlnstrated pretest knowledge, only four deDKlnstrated the 
same knowledge on the posttest. Eleven demonstrated knowledge loss. Of the six who 
did not demonstrate knowledge on the pretest, only one gained knowledge on the 
posttest. 
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Table 4-33 presents the data to amwer question I for item 32. 
Table 4-33. Item 32 
StudeDt Pre Post DiffereDft Readiag Grade GeDder 
Level 
I I 0 -I 2 8 Male 
2 I I 0 3 8 Male 
3 I 0 -I 2 8 Male 
4 0 I +1 S 8 Male 
5 I 0 -I 3 8 Male 
6 I I 0 S 8 Male 
7 0 0 0 6 8 Male 
8 I I 0 S 9 Female 
9 I 0 -I 4 8 Male 
10 I 0 -I 7 9 Female 
II I 0 -I 7 10 Male 
12 0 0 0 I II Male 
13 I 0 -I 8 9 Male 
14 0 0 0 4 10 Male 
IS I 0 -I 2 12 Male 
16 I 0 -I 7 9 Male 
17 0 I +1 6 10 Male 
18 1 0 -I 1 7 Male 
19 1 I 0 7 7 Male 
20 0 0 0 8 7 Male 
21 I 0 -I 7 6 Male 
Of the twenty-one student~ fifteen demonstrated pretest knowledge while six did 
not. Of the fifteen who demonstrated pretest knowledge, only five demonstrated the 
same knowledge on the posttest. Ten demonstrated knowledge loss. Of the six who did 
not demonstrate knowledge on the pretest, two gained knowledge on the posttest. 
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Table 4-34 presents the data to answer question 1 for item 33. 
Table 4-34. Item 33 
Student Pre Post DiffereDce Readiag Grade GeDder 
Level 
I I 0 +1 2 8 Male 
2 0 0 0 3 8 Male 
3 0 0 0 2 8 Male 
4 I 0 -I 5 8 Male 
5 0 I +1 3 8 Male 
6 I I 0 5 8 Male 
7 0 0 0 6 8 Male 
8 I I 0 5 9 Female 
9 I I 0 4 8 Male 
10 0 0 0 7 9 Female 
11 I 0 -I 7 10 Male 
12 0 0 0 I 11 Male 
13 0 0 0 8 9 Male 
14 0 I +1 4 10 Male 
15 0 0 0 2 12 Male 
16 0 0 0 7 9 Male 
17 0 I +1 6 10 Male 
18 0 0 0 I 7 Male 
19 I I 0 7 7 Male 
20 I I 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one student~ eight demonstrated pretest knowledge while thirteen 
did not. Of the eight who demonstrated pretest knowledge, six demonstrated the same 
knowledge on the pasttest. Two demonstrated knowledge loss. Of the thirteen who did 
not demonstrate knowledge on the pretest, only three gained knowledge on the pasttest. 
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Table 4-35 presents the data to answer question 1 for item 34. 
Table 4-35. Item 34 
Student Pre Post DifI'erenft Reading Gnde Gender 
Level 
1 0 0 0 2 8 Male 
2 0 1 +1 3 8 Male 
3 0 0 0 2 8 Male 
4 1 0 -I 5 8 Male 
5 0 0 0 3 8 Male 
6 0 1 +1 5 8 Male 
7 0 0 0 6 8 Male 
8 1 1 0 5 9 Female 
9 1 1 0 4 8 Male 
10 1 0 -1 7 9 Female 
11 1 1 0 7 10 Male 
12 0 0 0 1 11 Male 
13 1 0 -I 8 9 Male 
14 0 0 0 4 10 Male 
15 0 0 0 2 12 Male 
16 0 1 +1 7 9 Male 
17 I 0 -I 6 10 Male 
18 1 1 0 1 7 Male 
19 I 1 0 7 7 Male 
20 0 1 +1 8 7 Male 
21 1 0 -1 7 6 Male 
Of the twenty-one students, ten demonstrated pretest knowledge while eleven did 
not. Of the ten who demonstrated pretest knowledge, five demonstrated the same 
knowledge on the posttest. Five demonstrated knowledge loss. Of the eleven who did 
not demonstrate knowledge on the pretest, four gained knowledge on the posHest. 
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Table 4-36 presents the data to answer question 1 for item 35. 
Table 4-36. Item 35 
Stadent Pre Post DiffereDee Readiag Gnde Gender 
Level 
1 1 1 0 2 8 Male 
2 1 0 -I 3 8 Male 
3 0 0 0 2 8 Male 
4 1 0 -I 5 8 Male 
5 0 0 0 3 8 Male 
6 1 0 -I 5 8 Male 
7 1 1 0 6 8 Male 
8 0 1 +1 5 9 Female 
9 1 1 0 4 8 Male 
10 1 1 0 7 9 Female 
II 1 1 0 7 10 Male 
12 0 1 +1 1 II Male 
13 1 1 0 8 9 Male 
14 0 0 0 4 10 Male 
15 0 1 +1 2 12 Male 
16 0 1 +1 7 9 Male 
17 1 1 0 6 10 Male 
18 0 0 0 1 7 Male 
19 1 0 -1 7 7 Male 
20 1 1 0 8 7 Male 
21 1 0 -1 7 6 Male 
Of the twenty-one students, thirteen demonstrated pretest knowledge while eight 
did not. Of the thirteen who demonstrated pr-test knowledge, eight demonstrated the 
same knowledge on the posttest. Five demonstrated knowledge loss. Of the eight who 
did not demonstrate knowledge on the pretest, four gained knowledge OD the posttest. 
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Table 4-37 presents the data to answer question 1 for item 36. 
Table 4-37. Item 36 
Student Pre Post Difference Readiag Grade Gender 
Level 
1 1 0 -I 2 8 Male 
2 0 0 0 3 8 Male 
3 0 I +1 2 8 Male 
4 1 I 0 5 8 Male 
5 I 0 -I 3 8 Male 
6 1 I 0 5 8 Male 
7 I I 0 6 8 Male 
8 0 I +1 5 9 Female 
9 I 0 -I 4 8 Male 
to 0 0 0 7 9 Female 
II 1 I 0 7 10 Male 
12 0 0 0 I II Male 
13 0 I +1 8 9 Male 
14 0 I +1 4 10 Male 
15 0 I +1 2 12 Male 
16 0 0 0 7 9 Male 
17 I I 0 6 10 Male 
18 I 0 -1 1 7 Male 
19 I 0 -I 7 7 Male 
20 1 I 0 8 7 Male 
21 0 0 0 7 6 Male 
Of the twenty-one students, eleven demonstrated pretest koowledge while ten did 
not. Of the eleven who demonstrated pretest knowledge, six demonstrated the same 
knowledge on the posttest. Five demonstrated knowledge loss. Of the ten who did not 
demonstrate knowledge on the pretest, five gained knowledge on the posttest. 
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Table 4-38 presents the data to answer question 1 for item 37. 
Table 4-38. Item 37 
Student Pre Post Difference Reading Grade Gender 
Level 
I I 0 -1 2 8 Male 
2 I 1 0 3 8 Male 
3 1 0 -1 2 8 Male 
4 I 0 -1 5 8 Male 
5 0 0 0 3 8 Male 
6 I 1 0 5 8 Male 
7 I 1 0 6 8 Male 
8 I 1 0 5 9 Female 
9 1 1 0 4 8 Male 
10 0 1 +1 7 9 Female 
II 1 0 -1 7 10 Male 
12 0 1 +1 1 11 Male 
I3 0 1 +1 8 9 Male 
14 0 0 0 4 10 Male 
15 0 1 +1 2 12 Male 
16 I 0 -I 7 9 Male 
17 0 1 +1 6 10 Male 
18 0 0 0 I 7 Male 
19 I 1 0 7 7 Male 
20 I 1 0 8 7 Male 
21 I 0 -1 7 6 Male 
Of the twenty-one students, thirteen demonstrated pretest knowledge while eight 
did not. Of the thirteen who demonstrated pretest knowledge, seven demonstrated the 
same knowledge on the posttest. Six demonstrated knowledge loss. Of the eight who did 
not demonstrate knowledge on the pretest, four gained knowledge on the posttest. 
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Research Question 2 
Research question 2 was previously stated as follows "are there characteristics of 
the adolescents that are related to the scores"? The pretest and posttest items were 
analyzed from the experimental group. The Selt:Determination Knowledge Scale Form 
A by Hoffinan, Field, and Sawilowsky (1996) was used for the pretest knowledge scores. 
The posttest for knowledge used was the Self-Determination Knowledge Scale Form B 
by Hoffinan et al. (1996). The students' scores as they relate to reading level, grade 
level, and gender can be observed in Table 4-2 through Table 4-40. No pattern was 
observed in terms of the self-determination knowledge between pre-post change and the 
three student characteristics. Because 9 of the 21 students demonstrated self-
determination knowledge in the pretest, there were too few remaining students to draw 
any conclusions regarding student characteristics. 
CHAPTERS 
SUMMARY AND DISCUSSION 
Chapter S is a discussion regarding the potential implications of this study. This 
discussion is divided into six major sections. Those sections include (a) review of study 
purpose, (b) review of methods, (c) summary of the research findings, (d) the detailed 
interpretations and discussion of results with practical implications, (e) the limitations 
and problems of the study, and (f) a concluding summary. All sections used the data 
collected from Chapter 4 and the literature and theories as discussed in Chapter 2. 
Review of Study Purpose 
The central purpose of this study was to determine the effects of teaching self-
determination skills to adolescents with emotional disabilities in a private day school. A 
self-determination curriculum was implemented for students with emotional and 
behavioral disabilities. Pre- and post-self-determination assessments were given to the 
students. Therefore this study was concerned with answering the following questions: 
I. Are there differences between pre- and post-assessments on each of the 37 Self-
Determination Knowledge Scale items? 
2. Are there characteristics of the adolescents that are related to the scores? 
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Review of Methods 
To answer the above questions, the effects of being taught self-determination 
knowledge to 21 adolescents with emotional disabilities in a private day school in 
Virginia were examined. An 21 students participated in eight weeks of intensive 
instruction using the Ste.ps to Self-Determination curriculum by Field and Hoffinan 
(1996). An participants were given the Self-Detennination Knowledge Scale Fonn A as 
the pretest and Fonn 8 as the posttest (Hoffinan, Field, & Sawilowsky, 1996). Data was 
also collected on the age, grade, and reading level of the participants. Descriptive 
statistics were then analyzed. The results of this investigation were then examined taking 
into consideration relevant literature. 
Summary of Research Findings 
This section provides a summary of the major research findings of this study. The 
research findings are arranged according to the research questions. The findings are as 
follows: 
I. Nine of the twenty-one students demonstrated knowledge on the pretest. 
Many of these students did not maintain this knowledge, as evident by the decrease in 
correct items on the posttest. 
2. Of the specific items that were missed in the pretest, there was very little 
progress made in gaining knowledge on the posttest for these items. 
3. No pattern was observed in tenus of the self-determination knowledge 
between pre-post change and the three student characteristics. 
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The students' pre- and posttest scores were analyzed. Nine of the twenty-one 
students demonstrated knowledge on the pretest. 1bis was evident by the filet that these 
nine students scored 30 or higher out of37 questions on the pretest. Seven of these nine 
students demonstrated a decrease in posttest scores. These students were unable to 
maintain the knowledge that they demonstrated on the pretest. 
Thirty-seven charts were created to analyze the specific itelm that were missed on 
the pretest (see the charts in Chapter 4). The "difference" column indicates whether there 
was a decrease, no gain, or an increase on each test item. The low number of increases in 
each "difference" column indicates that there were few questions that represented 
knoWledge gained. It is evident by analyzing these 37 charts that there was very little or 
no progress made in gaining knowledge on the plsttest for these missed items on the 
pretest. 
No pattern was observed in terms of the self-determination knowledge between 
pre-post change and the three student characteristics. Since many of the pretest scores 
indicated that the students already possessed a knowledge of self-determination, there 
were very few students to analyze. However, each item was analyzed as it related to the 
characteristics of the adolescents and there were no patterns observed as related to 
gender, reading level and grade level. 
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Interpretation and Discussion of the Results 
This section is a detailed discussion of tile research findings of this study. It is 
divided into four major parts: (a) interpretation of the findings, (b) relationship of the 
current study to previous research, (c) recommendatiom for educators, and (d) 
suggestions for additional research. Each of these sections will investigate the results of 
the two research questiom. 
Intetpretation of the Findings 
Many of the students demonstrated knowledge of self-detennination on the 
pretest. It was not necessary to measure the effects of a treatment on students who did 
not appear to need the treatment. The treatment effect was better detennined by 
examining the differences in pre-post items for students who did not demonstrate 
knowledge of self-determination on the pretest. 
Because there was little progress made for the students who did not demonstrate 
this knowledge in the pretest, one must question the efficacy of this particular assessment 
tool and self-determination curriculum. An obvious assumption is that the treatment may 
have been the problem that caused the negative effects of the study. It simply may not 
have been an effective curriculum. One may assume that the negative effect on the test 
scores were because the curriculum read at a fifth grade level (Field, 1998). Nine of the 
students read below a fifth grade level Although the pre- and posttests were read to the 
students, some of the curriculum assignments required some reading from the students. 
However, there seemed to be no patterns found in the students' reading levels as they 
relate to the test scores. 
Another possible problem with the treatment was the time line may not have 
been extensive enough. Students with special needs often have more difficulty grasping 
concepts. Eight weeks of instruction for one hour a day may not have been effective. 
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The creators of this curriculum (Field & Hoffinan, 1996) recognize that additional time is 
needed outside of this curriculwn. They suggest in their cuniculum guide that teachers 
should be looking for "teachable moments" throughout the day for reinforcing what is 
taught in the self-determination workshop. The authors also discuss the importance of 
involving parents and the community to further teach these concepts. It may be that more 
time is needed for the students to fully understand the concepts of self-determination. 
However, there are many other issues that need to be explored before determining the 
curriculum as not being effective. It is also difficult to determine the effects of the 
treatment on the results, because there was no validation of the treatment. The researcher 
did not conduct any formal observations of a self-determination workshop making it 
difficult to make generalizations about the effects of the treatment. 
The Self-Determination Knowledge Scale was proven by its authors to be a 
reliable and valid tool for determining the knowledge of self-determination. However, 
there are other problems that may have resulted from the use of these assessments. One 
major problem is that there appears to be no correlation between Form A and Form B of 
the Self:.Determination Knowledge Scale. Table 3-1 on pages 48-52 shows how these 
two assessment forms were paired for analyzing. It is evident from looking at these 
questions that each fonn is asking different questions. They are not equal assessments. 
They simply do not correlate. 'Ibis may have even left the teachers UDSUre ofwhat was to 
be assessed and therefore what was to be taught. The resuhs of this study may have 
bad difterent results if the same form was used for both the pretest and the posttest. 
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Another problem that may have resulted from the assessment is that they were 
read orally to the class. There may have been some difficulties with the teachers reading 
the test to the group. There may have been better results if they test was read to 
individual students as opposed to the group. The assessment tools may have bad a large 
impact on the effects of this study. 
Another possibility for these negative effects is that the teachers who 
administered these tests expressed concern that the posttest was given the last two days of 
the school year. According to the teachers, the students appeared to be anxious the last 
few days of school before leaving for summer break. The teachers felt as though the 
students did not put forth any effort as evident by how quickly they answered the 
questions on the posttest. One can infer that this may account for the lack of self: 
determination knowledge gained. It is difficult, however, to make any inferences on the 
results of this study, because there was no control group. 
The study investigated how students' characteristics related to the pre and post 
assessments. Specifically, grade Ieve~ reading level and gender were investigated. No 
patterns were observed in terms of self-detennination knowledge between pre-post 
change and the three student characteristics. Because 9 of the 21 students demonstrated 
self-detennination in the pretest, there were too few remaining students to draw any 
conclusions regarding student characteristics. This indicates that the grade level, reading 
level, and gender bad little to do with the negative results of this study. 
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Most self-determination research and model development bas been conducted 
with students representing diverse disability classifications (Fie~ 1996). Since students 
with emotional and behavioral disabilities fiIce many unique barriers to becoming self-
determined (Houchins, 1998, Bullis, 2000, Rylance, 1997), this study wished to address 
whether or not self-determination may be an educational outcome for these students. On 
the basis of this study alone, it is difficult to assume that all students who are emotionally 
disabled will have the same results when using this self-determination curriculum and 
assessment. However, this study seems to infer that this population respcnded negatively 
on the knowledge scale following the 8 weeks of intensive instruction on self-
determination skills. Although further research is necessary, it seems that this particular 
treatment was not effective for students who have emotional and behavioral disabilities. 
Relationship of the Current Study to Previous Research 
Research bas documented that students with emotional and behavioral disabilities 
perform more poorly than their peers on nearly every transitional outcome (National 
Transition Study of Education Students Statistical Almanac Series, 1990). Literature and 
research bas suggested that self-detennination can improve transitional outcomes (Field, 
Hoffinan, St. Peter, & Sawilowsky, 1992, Wehymer & Schwartz, 1997, Mitbaug, 1992). 
The findings of this study add to the body of literature regarding self-determination 
specifically as it relates to students with emotional and behavioral disabilities. The 
positive results on the pre assessments and the negative effects that the treatment bad on 
post assessments indicates that self-determination may not be a necessary educational 
outcome for these students with emotional and behavioral disabilities. 
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Previous studies have not investigated self-determination as it relates to this 
specific population. It was interesting that 90f21 students with emotional disabilities 
demonstrated knowledge of self-detennination on the pretest before receiving the 
treatment. This may also add to the body of knowledge regarding the teaching and 
Ieaming of self-detennination skills. Much of the previous research bas been focused on 
the conceptlla1i7ation of self-determination and whether or not students with disabilities 
can Ieam self-determination skills (Wbeymer & Sands, 1996, Field & Hoffinan, 1992). 
However, this study implies that the research should be focused on whether or not 
students with emotional and behavioral disabilities exhibit self-determination knowledge. 
It may be that many of these students do not need this treatment. Additional research 
should further investigate whether these students are able to put the knowledge they 
possess into practice. 
Recommendations for Educators 
On the basis of the pretest, this curriculum was not given a chance to be effective. 
Educators should determine if their students need a treatment before implementing such a 
treatment. Nine of twenty-one of the students demonstrated a knowledge of self-
detennination on the pretest, leaving only 11 students to analyze. 
Although a single case study cannot provide a sound basis for the teaching and 
Ieaming of self-determination, this study does appear to suggest a few strategies. The 
items that were missed on the pretest, bad little gains on the posttest. From discussions 
with the teachers following the 8 week instruction and the post assessments, it appears 
evident that one may not want to begin teaching self-detennination skills the last grading 
period of the school year. The teachers felt that the students would have performed better 
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on the post knowledge scale if it were given prior to the last few days of school They 
continued to state that the students were tired of tile various assessments that were given 
late in the school year. It is also possible to assume that they would have learned more 
from the self-determination curriculum ifit were being taught at the beginning of tile year 
when the students may be more attentive. 
There are other issues to consider before implying that this treatment was not an 
effective curriculum. The training for the teachers may not have been intensive as 
necessary for them to teach this self-determination curriculum. The treatment may have 
been more effective if the researcher spent more than one day of training with the 
teachers. The results may have also been more positive if the researcher ensured that the 
teachers were proponents of the curriculum.. It is possible that teacher efficacy could be 
questioned because of tile lack of training and enthusiasm on their part. This may have 
been the reason for the negative effects of this treatment. 
This study questions self-determination as an educational outcome that should be 
taught to students with disabilities (Field, 1996, Wehmeyer, 1995). It appears that special 
educators should continue to investigate the use of a self-determination curriculum along 
with other educational goals to teach students with disabilities the skills for successful 
transition into adulthood (Coleman, 1996, Wehmeyer & Sands, 1996, Stine, 1999). 
Suggestions for Additional Research 
The knowledge exhibited in the pretest scores of students who have emotional and 
behavioral disabilities indicates that this population needs further study in the area of 
self-determination. Self-determination skills appear to address some of the weaknesses 
of students who have emotional and behavioral disabilities (Mathur, Kavale, Quinn, 
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Forness, and Rutherfo~ 1998). Since research has documented that students with 
emotional and behavioral disabilities perform more poorly than their peers on nearly 
every transitional outcome, it is vital that we search for programs that teach this 
population skills that may improve their transition into adulthood (Bullis, 2000, RyIance, 
1997). Studies suggest that the teaching of self-determination skills may help these 
students become more self-detennined. However, nearly half oftbese students 
demonstrated a knowledge of these skills before the treatment. 
Additional research seerm needed on the teaching and learning of self-
determination. Specifically, students with emotional and behavioral disorders need 
further investigation by researchers. There are some suggestions that may guide future 
researchers. The most apparent is that a treatment should not be given to a population 
that does not appear to need the treatment. The pretest indicated that nearly half of the 
students already demonstrated knowledge of self-determination. This made it difficult 
for this researcher to analyze the data. As previously noted, there was no control group 
used in this study. Future researchers may want to consider the use of a control group in 
order to detennine filctors that improve the learning of self-detennination skills. A 
compare group in another setting may also be utilized to determine if the school setting 
bas an effect on the teaching and learning of self-determination. Another variable that 
may have helped the findings is a larger sample size. This population was too smaU to 
adequately determine the effects of the treatment. The researcher may also want to be 
sure that the pre and post assessments correlate and that the assessments are read to each 
individual student. It aJso seems evident by the teachers' comments following the 
research that the eight weeks of instruction may have proven to be more effective if the 
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study was not done so close to the end of the school year. The researcher may also 
want to account for teacher training and efficacy to detennine if these issues affected the 
outcome of the study. 
In addition to improving upon this studY9 future studies should be focused on 
whether or not students with emotional and behavioral disabilities exlubit self-
detennination knowledge. 'fIm specific population of students may not need this 
particular treatment. Researchers should further investigate this population to determine 
their level of self-detennination knowledge and the implications of this knowledge on 
student transitions. It would be interesting if further research were conducted to 
detennine if self-determination skills indeed improve transitional outcomes. This study 
sought to determine if students with emotional and behavioral disabilities are able to 
learn self-determination skills. It would add to the body of knowledge to conduct 
additional research on these students who demonstrated self-detennination knowledge on 
the pretest. Some longitudinal studies on the effects of self-determination on actual 
transitions would be valuable. Additional research should further investigate whether 
these students that exhibited self-detennination knowledge are able to put this knowledge 
they possess into practice. 
Limitations and Problems of the Study 
The following is a list of potential problems and limitations of this study. The 
problems and limitations are grouped according to (a) external validity9 (b) sample size9 
(c) interventio~ and (d) comparison and control group. 
III 
External Validity 
External va1idity is the extent to which the results of an experiment can be 
generalized from the study to other environmental conditions (Gay, 1992). In this study, 
the result can only be generalized to the populations at private day programs for students 
with emotional disabilities in Roanoke, Virginia that participated in this study. The 
effects of tile treatment might be different at other private day school programs within 
Virginia and across the nation. Additionally, the findings of this study should not be 
generalized to other populations located in different settings that were not included in the 
study. 
Sample Size 
The sample size was only 21 in this study. In addition, only 11 of these 21 
students demonstrated they needed the treatment as evident by their lack of knowledge on 
the self-detennination pretest. There were also only 2 females in the study, making it 
difficult to perfonn statistical tests on the effects of gender. Caution should be used when 
examining findings based upon subgroups of participants such as with grade. age and 
reading level Though such findings are important, additional research is necessary to 
validate and clarify them. 
Intervention 
The intervention, the Steps to Self-Determination curriculum by Field and 
Hoffinan (1996), appeared to be inappropriate for some oftbe participants in this study 
since it was written at a Sib grade level. Another program or a modified program may 
have been more effective since 9 of the 21 participants read below the 5" grade level 
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Comparison and Control Group 
This study did not have a control group of students who did not participate in the 
treatment. All 21 students were part of the experimental group. This makes it difficult to 
form assumptions about the effects of the treatment. There was also no comparison 
group of individuals who were not in the private day school A comparison group could 
have provided infonnation on the self-determination knowledge and observation of 
similar individuals who are in a different setting. The Jack of a comparison group makes 
it difficult to make generalizations beyond the participants in this study. 
Summary 
This study was the first to examine the self-determination needs of adolescents 
with emotional and behavioral disabilities in a private day school As such, it bas laid the 
foundation for future studies involving the self-detennination of adolescents with 
emotional and behavioral disabilities by adding new information to the body of literature. 
From this study, it appears that self-determination is a concern for adolescents with 
emotional and behavioral disabilities. Hopefully, by addressing the self-detennination 
needs of these students, researchers may be able to improve the transitional outcomes and 
overall quality of life for these students. 
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APPENDIX A 
Name: __________________________________ ___ Date: ____________________ ___ 
Self-Determination Knowledge Scale. Form A 
CC1995 
Alan Hoffman. Ed.D. Sharon L Field. Ed.D. 
Shlomo S Sawdowsky. Ph.D. 
Directions: Read each question and fill in the circle on the answer sheet There is only one correct answer 
for each question. 
For questions 1 through 10, determine if the statements are true or fal.e. 
1. A goal is a statement of what you want to achieve. 
a. true 
b. false 
2. When brainstorming, you list only the first option that comes to your mind. 
a. true 
b. false 
3. Usually. an individual can generate more creative solutions to a problem than can a group. 
a. true 
b. false 
4. You have the right to decide your career interests and the responsibility to seek appropriate training. 
a. true 
b. false 
5. Responsibilities are things you are obligated to do. 
a. true 
b. false 
6. Increasing self-awareness will help you decide what is important to you. 
a. true 
b. false 
7. You should stick to your plan, even if there might be negative consequences. 
a. true 
b. false 
8. A good way of dealing WIth CritiCIsm may be to consider who is giving it before taking action. 
a. true 
b. false 
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9 You should change your goal If you do not reach It on the first try 
a. true 
b. false 
10. A good reason for taking care of yourself is to give you the strength to reach your goals. 
a. true 
b. false 
11. Pars dreams suggest these interests and skills: 
enjoys animals 
• is good at helping others 
• likes science 
Which of the following is the least likely goal for Pat? 
a. volunteer in the hospital laboratory 
b. get a job at the pet store 
c. join the track team 
12. People who are self-determined value themselves, make informed decisions about what they want, and 
a. always do what their best friend does. 
b. plan to achieve their goals. 
c. Give up if things are too hard. 
13. Sal joined the chess team at the urging of the teacher even though Sal can't think of a good reason for doing so. 
Is Sal being self-determined? 
a. yes 
b. no 
14. Bill likes to dance and enters a contest Bob has collected stamps for years but is not sure why. VVho is more 
self-determined? 
a. Bill 
b. Bob 
15. Wlich of the following is the most important area of the self in being self-determined? 
a. political affiliation 
b. fashion preference 
c. emotional well-being 
16. Because of poor spelling skills, Mia has become very good at using the dictionary. This is an example of 
a. giving up. 
b. developing a strength to cope With a weakness. 
c. failing to accept her responsibility as a student. 
SOKS/A 2 
17 'Ml,ch of the following IS a key skill In active listening? 
a. plan what you are gOing to say next while listening 
b prove you are listening by interrupting when you hear something you disagree with 
c. tell the speaker what you heard 
18. Which of the following are elements of active listening? 
a. suspend judgment and give feedback on what you heard 
b. interrupt if you disagree 
c. smile and continuously nod your head 
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19. You listen carefully to the speaker and tell what you think was said. Is this an example of active listening? 
a. yes 
b. no 
20. Before giving a speech to the class, Cassandra imagines speaking clearfy and effectively. Is this an appropri-
ate activity if she wants to become a better speaker? 
a. yes 
b. no 
For questions 21 and 22, refer to the following infonnation about Rosie. 
Rosie dreams of being a science fiction writer and having lots of friends. She thinks of herself in the follow-
ingway: 
good health 
persistent 
fair writing skills 
well-liked 
• 
slow running time 
poor math skills 
sometimes pushy 
Her goal is to go to college and obtain a degree in Journalism. 
21. Which one of the following demonstrates Rosie finding a strength in a perceived weakness? 
a. Rosie doesn't like to think of herself as pushy, but It helps her get what she wants. 
b. Rosie has poor math skills, but she has good health 
c. Rosie is well-liked, but she is a slow runner. 
22. Which of the following is the most appropriate short-term goal for Rosie? 
a. improve her grade in English this semester 
b. complete her stamp collection 
c. win a prize at the art fair 
23 Which of the following are key steps In negotiating a · ..... an·wln· solution to a problem? 
a. Ask what the other person thinks about the problem and how to solve It. 
b. Ask what the other person thinks about the problem and be convincing that you have the bener 
solution. 
c. Ask what the other person thinks about the problem ana pleasantly. but forcefully. inSist on your 
solution 
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24. Which of the following IS the best reason for negotiating MWInMWIn~ solutions? 122 
a. You always get what you want 
b. You reach many of your goals while building relationships with others. 
c. You won't gt what you want, but at least you make friends. 
25. Consider the eight Items listed below. 
1. know yourself 
2. follow the leader 
3. value yourself 
4. make a plan 
5. hide your weaknesses 
6. learn from your actions 
7. act on your plan 
8. avoid conflict 
VVhich five items describe self-determination? 
a. 1,2,5,6,8 
b. 1,3,4,6,7 
c. 2,4,6,7,8 
d. 3,4,5,6,7 
For questions 26. 27, 28, and 29, refer to the following Information about Mike and Eric. 
Mike and Eric both got S's in English. Mike said, -Thafs great! I can't wait to tell my friend about it.· Eric 
said, -, did not reach my goal. My study schedule was helpful, but I need to find a tutor. 
26. VVho compared the outcome to what he expected? 
a. Mike 
b. Eric 
27. VVho judged how he performed? 
a. Mike 
b. Eric 
28. VVho enjoyed his success? 
a. Mike 
b. Eric 
29. VVho made an adjustment based on what he learned? 
a. Mike 
b. Eric 
30. Jan sees her ideal self as being trim and athletiC. She IS about 30 pounds overweight and is in poor phYSI-
cal shape. Which of the following ways of using her Ideal self could help her to be more self-determined? 
a. change her views about her ideal self 
b. use her ideal self to help her understand what IS Important to her 
c. ask someone else if her Ideal self is acceptable 
SOKSIA 4 
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31 Sam has a short-term goal to lose 5 pounds by the end of the month VVhlch of the following would be 
most likely to help him meet his short-term goat? 
a Jog every moming for half an hour 
b plan to Jom the health club next summer 
c. conSider taking a nutrition class next semester 
32. Steve wants to buy a good used car. but he knows little about cars Which of the following is most likely 
to help meet this goal? 
a. think about the car 
b. have a mechanic look at the car 
c. buy the car if he can afford it 
33. It is important to predict possible results of actions because 
a. it helps you decide whether or not to go ahead. 
b. it helps you know your strengths and weaknesses. 
c. it helps you communicate assertively. 
34. VVhen you encounter a barrier to achieving your goal. the best thing to do is 
a. discard your goal. 
b. find a creative way to get around it 
c. just keep trying. 
For questions 35, 36, and 37, refer to the following information about Terry. 
Terry was unhappy with the grade received in math class. In a conversation with the counselor and teacher 
about the grade, Terry said to the teacher in a loud voice, -You do not like me. You have never liked me: 
The counselor was silent The teacher calmly responded, -You earned a 54% on the test-
35. VVho is using passive communication? 
a. Terry 
b. the counselor 
c. the teacher 
36. VVho is using assertive communication? 
a. Terry 
b. the counselor 
c. the teacher 
37. Who is using aggressive communication? 
a. Terry 
b. the counselor 
c. the teacher 
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Directions: Read each question and fill in the circle on the answer sheet. There is only one correct answer for 
each question. 
For questions 1 through 7, detennine if the statementa are true or false. 
1. The purpose of brainstorming is to list only ~ose ideas that are good. 
a. true 
b. false 
2. More solutions to a problem can usually be generated by a group than by an individual. 
a. true 
b. false 
3. A win-win solution occurs when both people feel that the solution benefits them. 
a. true 
b. false 
4. You have the right to attend high school and the responsibility to dO your best 
a. true 
b. false 
5. Dreams can be used to help you decide what is important to you. 
a. true 
b. false 
6. You should consider changing your plan. if you anticipate negative results. 
a. true 
b. false 
7. A good way of dealing With cnticism may be to respond With humor. 
a. true 
b. false 
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For Questions 8 - 9, detennine if the statements are true or false. 
8. It is OK to try more than once to get what you want. 
a. true 
b. false 
9. If you want to get good grades. you should make it a habit to stay up all night to study. 
a. true 
b. false 
10. Pars dreams suggest these interests and skills: 
• enjoys animals 
• is good at helping others 
• likes science 
VVhich of the following is the least likely goal for Pat? 
a. Wish I were shorter 
b. get a job at the pet store 
c. join the track team 
11. VVhich of the following is an example of a goal? 
a. win the lottery 
b. likes working with people 
c. graduate from high school 
12. VVhich of the following are elements of active listening? 
a. Listen carefully and argue points of differences as you hear them. 
b. Listen carefully and constantly nod your head. 
c. Listen carefully and do not make judgments. 
13. Chris; best friend joined the swim team so Chris also signed up for the team, even though Chris hates the 
water. Is Chris being self-determined? 
a. yes 
b. no 
14. Sue doesn't want to go to college because a friend thinks it is a waste of time. Sally takes babySitting Jobs 
because she wants to earn money to buy a stereo. Who is more self-determined? 
a. Sue 
b. Sally 
2 
15. Consider the eight Items listed below. 126 
1. value yourself 
2. learn from your actions 
3. be aggressive 
4. always be the leader 
5. act on your plan 
6. know yourself 
7. be argumentative 
8. make a plan 
Which five items best describe self-determination? 
a. 1,3,4,6,8 
b. 2.3,4,5,6 
c. 1,2.5,6.8 
d. 2.4.5,6.7 
16. When you encounter a barrier to achieving your goal, the best thing to do next is to 
a. change your goal. 
b. wait a month and try again. 
c. consider a different solution. 
17. Because of his poor math skills, Eric has become very good at using the calculator. This is an 
example of 
a. developing a strength to cope with a weakness 
b. failing to accept his responsibility as a student 
c. giving up 
For questions 18, 19 and 20, refer to the following information about Rosie. 
Rosie dreams of being a science fiction wnter and haVing lots of friends. She thinks of herself in the follow-
ing way: 
• fair writing skills 
• sensitive to others 
• clear sense of right and wrong 
poor math skills 
angers eaSily 
Insecure 
Her goal is to graduate from the local community college and go on to a four year college 
to obtain a degree In journalism. 
18. Which one of the following demonstrates ROSie finding a strength in a perceived weakness? 
a. She angers easily but she has fair wnting SkillS 
b. She is insecure, but her Insecunty has led her 10 De senSitive to others. 
c. She has poor math skills. but she has clear sense of nght and wrong 
c;nKS18 3 
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19 'M1ich of the following IS the least appropnate short-term goal for Rosie? 
a. apply for finanCial aid 
b. work for the school newspaper 
c. learn how to repair a bicycle 
20. Is working for a lawn service In the summer so she will not be bored an appropriate short-term 
goal for Rosie? 
a. yes 
b. no 
21. Which of the following is a key skill in active listening? 
a. Obtain feedback from the speaker that you correctly understood what was said. 
b. Correct the grammar of the person who is speaking. 
c. Agree with what the person is saying. 
22. People who are self-determined make informed decisions about what they want. they value themselves. 
and 
a. act on their plans. 
b. refuse to take any risks. 
c. always do what others expect of them. 
23. Which of the following are key steps in negotiating a win-win solution to a problem? 
a. Insist on expressing your view first 
b. Both sides state solutions to the problem and together select one that will meet the needs of both 
of them. 
c. Ask what the other person thinks about the problem first. tell what you think about the problem. 
and then insist on your solutions. 
24. A reason why it is important to think about your Ideal self is that it 
a. tells you something about who you are. 
b. helps you to find your faults. 
c. helps you to compare yourself to others. 
25. A right is 
a. something guaranteed by law. 
b. something that is expected of you by friends 
c. something that you want to do very badly 
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26. You want to Improve your grade to a "S" In Math tor the next grading period. VVhlch of the following 
is least likely to help you meet this goal? 
a. Arrange to study with a classmate who IS good in Math 
b. Jog around the track every morning for half an hour. 
c. Tell the teacher about your plan to Improve your math skills. 
27. Before each dive. Jim spends time imagining performing a perfect dive. Is this an appropriate activity If he 
wants to become a better diver? 
a. yes 
b. no 
28. Joan wants to get a part-time job, but has not been able to decide if she should do so. 
Which of the following is most likely to help her make a gOOd decision? 
a. think about it some more 
b. talk with a counselor or teacher about it 
c. take the first job offered to her 
29. Before taking action, it is important to 
a. tell your friend about it 
b. listen carefully and constantly nod your head. 
c. consider the possible results. 
30. To be self-determined, what is most important to know in the mental, physical, social, emotional, 
and belief areas? 
a. your strengths and weaknesses 
b. your friend's strengths and weaknesses 
c. your opponent's strengths and weaknesses 
For Questions 31, 32, and 33, refer to the following information about Terry. 
Terry and his friend were driving to a party when Terry was given a speeding ticket Terry's friend yelled 
angrily at the police officer, "Thafs not fair. You're picking on us: Terry was silent. The police officer said. 
·You were going ten miles over the speed limit. Here IS your ticket-
31. Who is using passive communication? 
a. Terry 
b. the friend 
c. the police officer 
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32. 'Mlo IS using assertive communIcatIon? 
a. Terry 
b. the friend 
c. the police officer 
33. Who is using aggressive communication? 
a. Terry 
b. the friend 
c. the police officer 
For Que.tlon. 34, 35, 36, and 37. refer to the following infonnalion about TIna and Abby. 
Although TIna wasn't planning to work, a neighbor offered TIna a job in an office. She was very happy to take 
the job. She could not wait to tell her friends about it. 
Abby's goal was to work in a pet store. She applied for a job and thought she did well in the interview. 
Abby was offered the job, but did not take it She did not like the smells in the store. She applied for a 
different job. 
34. Who compared the outcome to what she expected? 
a. TIna 
b. Abby 
3S.Who judged how she performed? 
a. TIna 
b. Abby 
36. Who enjoyed her success? 
a. TIna 
b. Abby 
37. Who made an adjustment based on what she learned? 
a. TIna 
b. Abby 
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